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ABSTRACT 
This study was motivated by a sense of unease about the ways in 
which secondary schools in Queensland respond to parents and community 
members who wish to become involved in school activities. Two basic 
questions were posed. First, what processes are used by secondary 
schools to involve the community in projects which are deemed to be 
successful? Second, what perceptions about, and rationales for, 
involvement are given by various participants - principals, teachers 
and parents - in these projects? 
A review of the literature on community involvement in education 
indicated that little research had been conducted on either processes 
of involvement or participant rationales for such involvement. 
Greiner's phase model of successful change, drawn from the general 
field of organisational development, was useful in guiding the 
research questions formulated. 
A broadly ethnomethodological approach, informed by Blumer's 
concept of the research process, was adopted to study three schools in 
different socio-economic areas in Brisbane. Observations and 
structured interviews were utilised in order to enable comparisons of 
trans-case data. The central objective of seeing both processes and 
rationales through the eyes of those involved necessitated the use of 
qualitative data. At the same time emphasis was placed on observing 
both processes and rationales in their wider social context. For this 
reason relevant material, including background data and the 
socio-economic context of the three schools, the nature of 
regionalisation, and the history of community involvement was 
investigated. 
The results of the study suggested a number of additions to the 
literature on community involvement in education. It became apparent 
that conventional institutional rationales for involvement were too 
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narrow to encompass the range of reasons and motives given for 
involvement. Central to the findings was a theme that parents or 
community members need not interact at high levels of "participation" 
to feel personally empowered. Rather than a unitary interpretation of 
Greiner's final phase of widespread diffusion of an innovative 
project, the study suggested that schools should adopt a multiple 
project model, with a variety of structures to provide diverse 
opportunities for parents or community members to interact with the 
school. The role of the principal emerged as crucial in the process 
of setting a climate which supports community involvement in the 
school. The trans-case comparisons between the three schools 
indicated that the processes of successful involvement were 
fundamentally similar in all schools, although the nature of the 
projects introduced depended on the needs of the specific community. 
This study offers a number of contributions to the development of 
community involvement in education. It provides a re-conceptual-
isation of school-community interactions through a more sensitive 
understanding of both the basic processes, and the underlying 
rationales, of involvement. A multiple project model of interactions 
which enables parents and community members to choose the ways in 
which they wish to interact with the school is suggested. Thus the 
school may serve an educational purpose for its broader community. 
The study highlights the need to educate teachers and principals on 
the issues involved in school-community interactions. It points to 
the need for teachers to develop the skills to work with a wide 
variety of parents and community members and for principals to develop 
the skills of understanding, managing and developing the culture of 
the school. 
Underpinning the study is an acceptance of the philosophy of 
community education, which presents the view that schools should serve 
the wider community. 
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CHAPTER 1 
THE PROBLEM IN CONTEXT 
I told Margaret that I had done a course in adult literacy, 
or how to teach adult illiterates, knowing that I was coming 
to Australia and thinking that that might be useful (Parent, 
School C). 
INTRODUCTION 
This thesis comprises an in-depth study of reasons provided by 
parents for their involvement in schools and the processes through 
which schools go, to introduce projects involving the school and the 
community. The study was set in three schools in the Brisbane West 
region of the Queensland Education Department and focussed upon the 
perceptions of selected participants. These participants included the 
three Principals, a sample of parents, community members and teachers 
who were involved in school and community projects. 
THE NEED FOR SUCH A STUDY, ITS SCOPE AND SIGNIFICANCE 
There can be no question that a great deal has been written about 
community involvement in schools in its many different forms over the 
last 15 years (Randell & Turnbull, 1976; Goodman, 1978). Not only has 
the case for and against involvement been argued but there has also 
been an array of descriptions and prescriptions as to what is 
necessary for successful involvement. This chapter codifies some of 
the literature that is relevant to this thesis in order to highlight 
the need for research still to be carried out. The key terms and 
concepts used are explored in the following chapter and a glossary of 
acronyms and terms used, some of which pertain particularly to 
Queensland, is included in Appendix A. 
Literature Review 
In the 1960s both British literature (for example Douglas, 1964; 
the Plowden Report, 1967; Green, 1968) and American works (for example 
Coleman's, 1966, seminal work in this area) highlighted the close 
relationship between parent involvement, or at least interest, in 
schools and higher school achievement for their children. The claim 
was that the one resulted in the other. Educational theorists 
therefore encouraged teachers to develop a close relationship between 
home and school. 
Writers such as Musgrave (1974), Buggie (1974), Bassett and Watts 
(1978) and Beare (1984), and numerous reports, such as those of the 
Schools Commission starting with the Karmel Report (1973), and the 
Western Australian Beazley Report (1984), developed and maintained 
this ideology in the Australian context. A plethora of writings 
appeared giving advice on how to increase community, and particularly 
parent, involvement in schools with the aim of enhancing children's 
educational opportunities. 
Basing their suggestions on Wood's (1974) developmental plan, 
educators such as Randell (1976) and Fitzgerald (1981) put forward the 
view that parents should move through what could be described as a 
socialisation process before they became fully involved in the school. 
The plan suggested that parents should first go through an 
observational stage. This should be followed by an instructional 
stage, where parents could be involved in demonstration workshops and 
should receive informal newsletters. At this stage they could begin 
working at a practical level as classroom aides or camp assistants. 
Finally, after this apprenticeship, parents could become involved in 
the organisational and planning life of the school. More recently a 
similar view based on these assumptions was proposed in the Beazley 
report (Committee of Inquiry in Western Australia, 1984:267): 
In addition to increasing parent involvement in their 
children's schooling, schools should develop policies which 
will provide opportunities for parents and other community 
members to participate in many aspects of schooling. 
Participation cannot be achieved, however, without first 
involving parents more in their children's schooling (my 
emphasis). 
This suggested socialisation process, however, does not take into 
account whether the manner in which the new member is socialised then 
determines or limits the kinds of innovations or changes that are 
produced (Schein, 1984:12). From the parents' perspective, this 
process defines their possible interactions with the school and limits 
the roles they see themselves playing. This point is discussed again 
in later chapters. 
In Australia, past writings in the general area of community 
involvement may be viewed as falling into three broad groupings. The 
first group expressed a great deal of enthusiasm for the concept based 
on the research mentioned above, and were descriptive and exhortative 
in nature (Tickell, 1972; Kay, 1975; Byrne & Powell, 1976; Cooper, 
1976; Hopkins, 1976; O'Donohue, 1976; Randell, 1976; Tronc Sc Cullen, 
1976; Sage, 1980; Capra, 1981; Nielsen, 1981; Spring, 1983; Matheson, 
1984). The views expressed were based on an acceptance of the 
ideology behind home-school research and included suggestions as to 
how parents and the community could be persuaded to become more 
involved in the local school. The second group of writings stressed 
the importance of understanding situational and structural factors in 
attempting to implement community involvement programmes (Claydon, 
1975; Bambach, 1977; Henry, 1977; Robertson, 1978; Brady, 1979; 
Patterson, 1980; Brehaut, 1982). The third group placed emphasis more 
centrally on participants, their perceptions, and the processes in 
which they were involved (Fitzgerald, Musgrave & Pettit, 1976; King & 
Watson, 1976; Pettit, 1980). This thesis falls into this 
third category. 
Descriptive Programmes 
The exhortative enthusiasm of this group is exemplified in, for 
one (Queensland) example, the work of Tronc and Cullen (1976). Their 
book School and Community was made up of what they described as 
"Action Profiles". In their introduction they explained that "this 
book is designed as a practical manual of successful curriculum 
innovations, organisational arrangements and public relations 
techniques [my emphasis] for the Australian school." The emphasis 
throughout is on the need for home-school co-operation for the sake of 
the students. 
The chasm between this type of public relations exercise and a 
more holistic philosophy of community education, which is presumed to 
underlie such a publication, is made ironically clear in an article by 
Hopkins included in the book. Hopkins argued that community education 
has three basic premises: 
(1) That every person, regardless of age, economic status or 
educational background, has unmet wants and needs which require 
the help of others for solution. 
(2) That people in every community have untapped skills, talents and 
services to share with others, either individually or through 
existing programmes. 
(3) That in all communities there are many public facilities 
available that are not used for a large portion of the day 
(Hopkins, 1976:69). 
This latter philosophy of community education, which underpins much of 
the present work in schools in the United States (Seay, 1974; Le Tarte 
& Minzey, 1971; Minzey & Le Tarte, 1979) and in Britain (Fletcher & 
Thompson-, 1980), has had marginal influence in Queensland. The first 
premise relating to lifelong education and life stage needs, has been 
ignored in Tronc and Cullen's book and is rarely mentioned as a 
concern of the Queensland Education Department. 
In the light of the failure of some of the earlier programmes, 
those interested in community education began attempting to isolate 
the particular conditions which surrounded successful programmes. 
Importance of Situational and Structural Factors 
Studies in this second category emphasised situational and 
structural factors which facilitated or hindered the introduction of 
particular community involvement programmes. The focus remained on 
the programmes and the surrounding key variables and adopted a 
structural-functionalist approach to the problem. 
Such writings represented a development in theorising about 
school-community relationships. An attempt was being made to build a 
framework or model of inter-related variables to allow the prediction 
of the likely effectiveness of community involvement programmes of 
different kinds under different conditions. 
In the Queensland context this approach was developed by 
Robertson (1984) in a doctoral dissertation which looked specifically 
at the ongoing factors in school-community programmes in a number of 
schools, through the use of descriptive case studies. Although 
6 
interested in the process of involvement, Robertson focussed on. 
situational factors necessary to the growth of community education in 
school communities. 
His review of the Australian literature led him to state that 
"the following factors could be seen as vital for the implementation 
of community education in schools ... Commitment of Status People ... 
Support by Communities ... Informed Communities ... Structures 
within systems ... Resource Support ... Developmental Programs" 
(Robertson, 1984:41-53). His case studies revealed that some or all 
of these factors were present in the schools identified earlier by 
Carss (1980) as having high school-community relationships. Robertson 
concluded that as the schools' communities were so disparate, the 
relationships between schools and their communities were 
idiosyncratic. 
The usefulness of this type of ideographic case study lies in the 
way it attempts to describe how situational factors, or at least some 
of them, have facilitated school-community interactions. The lack of 
emphasis on the processes of these interactions and the perceptions of 
those involved has meant that the reader is left with a less than 
adequate understanding of what is occurring in this area. Quite 
simply the question, "What is going on here?" has not been given 
enough prominence. Little work has been done on isolating and 
attempting to define the processes in the implementation and evolution 
of interactions involving the community in various schools. 
This group of studies, then, focussed on facilitating factors, 
paid little attention to the fluid processes of interactions and 
provided little or no insight into the way in which the parents or the 
community perceived their own roles which were, after all, key 
elements of school-community structures and processes. 
Participants and Processes 
Studies in the third group began both to pay more attention to 
the participants and to attempts to unravel the processes through 
which changes involving parents occurred. The programmes themselves 
now receded in importance as emphasis was laid upon processes and 
participants. The concept of empowering participants through their 
involvement became a key issue. Pettit (1980) in a section entitled 
"Parent Power", in his book Opening up Schools: School and Community 
in Australia noted the following in the development of a parent group: 
"The group became more active. It moved from a concern with the 
curriculum in the school to the emotional and social needs of parents, 
and from there into direct involvement with matters in the local 
community" (Pettit, 1980:118). This central issue of empowerment is 
taken up again in the second chapter of this thesis when rationales 
for involvement are discussed. 
As parents are key actors or participants in school community 
processes it is their views that need to be researched. Little has 
been done in the Australian context, so relevant studies carried out 
in the United States were also researched. 
American research on parent roles 
Two studies, one at the University of Kentucky in 1981 and 
another at the Southwest Educational Development Laboratory (SEDL), in 
Austin, Texas in 1982, researched parents' attitudes towards their own 
involvement. 
The first was carried out through the use of a Likert-type 
questionnaire which was constructed by Thornburg (1981) at the 
University of Kentucky. Randomly selected respondents, attached to 
secondary schools, were asked to gauge "actual" or "preferred" parent 
8 
involvement at three levels: school decision-making, classroom 
volunteering and home support for learning. Her findings indicated 
that principals and teachers reported wanting more parent involvement 
than either the parents themselves or the students. 
Thornburg's findings were in direct contradiction to a far larger 
study carried out in 1982 by SEDL. This study aimed at investigating 
ways in which parents could, or should, be involved in schools, in an 
attempt to ascertain what this would mean for the professional 
development of the teacher. The researchers stated that they could 
find little evidence of such research having been carried out in the 
United States. They maintained that a deeper understanding of this 
area was essential for all those involved in teacher education. 
The project, which involved separate studies of teachers, 
principals and parents, was designed to gather information about 
parent attitudes towards involvement as well as to report on current 
practices in schools. It was geared towards elementary school parents 
but their views as secondary school parents also were sought. 
Seven roles were suggested to parents and they were asked to 
indicate their interest in these roles. Briefly the findings were 
that "mild interest" was shown in the role of Paid School Staff, "most 
interest" was indicated for the roles of School Program Supporter, 
Home Tutor and Audience while "strong interest" was expressed for the 
roles of Advocate, Co-learner and Decision-maker. (Comparisons 
between these roles, those arising from King and Watson, 1976 and 
those emerging from this study are presented in Chapter 12). 
Parents were found to be less involved in high schools than in 
lower level schools. The main reason given for this lack of 
involvement was that teachers did not request it. Secondary reasons 
related to parents' lack of understanding of the courses that their 
children were taking and the infrequency of parent-teacher conferences 
or parent-organised activities at the school. Variables such as 
distance from school, numbers of teachers involved in high schools, 
lack of time and lack of babysitting facilities were not seen to be 
contributors to the lower rate of involvement. 
Stallworth and Williams's (1982) conclusion, based on the SEDL 
research, that parent involvement lagged far behind parent interest, 
represented a diametrically opposed viewpoint to Thornberg's. The 
former felt that the reasons for their findings were unclear, but that 
various interesting patterns had occurred and were worth noting. For 
example, parent interest in the range of roles suggested to them was 
unrelated to the parents' own level of achievement. Parent interest 
in being involved in school decision-making and the various other 
roles did not vary according to whether they were working full-time or 
part-time or were unemployed. And finally, parent involvement in 
school activities did not vary according to family size or to ethnic 
background. 
These findings indicate that socio-economic variables are not 
good predictors of which parents wish to become involved, nor are they 
useful in predicting the kind of involvement preferred by interested 
parents. These points are referred to again in this thesis in the 
context of an analysis of both the nurturing communities (Chapter 7) 
and the rationales given for involvement (Chapter 11). 
Comparisons were drawn, in the SEDL study, between parents' views 
and those of teachers and principals. All three groups agreed that 
parents should ensure that children do their homework. They also 
agreed that teachers should give parents more ideas of ways in which 
they might help their children. Teachers and principals tended to 
agree that teachers should take the initiative in getting parents 
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involved and that parents did not have the necessary training to 
participate in school decision-making. Parents disagreed with both 
these last two statements. 
Teachers and parents disagreed with statements that parents are 
usually comfortable coming to the school and that parents should have 
the final word in the education decisions that affected their own 
children. Parents, not surprisingly, tended to agree with these 
statements. They generally indicated a strong interest in a wide 
range of school decisions while teachers and principals indicated that 
they felt that parent involvement in many school decisions was not 
useful. 
Stallworth and Williams (1982) suggested that, based on these 
research findings, parent involvement in school decision-making is 
more likely to fail due to the actions of teachers than through 
lack of interest on the part of the parents. Overall in the SEDL 
research, parents had responded more positively to each of the parent 
involvement roles suggested to them than had either the teachers or 
the principals. 
Resistance is less likely to come from teachers or principals 
when parent involvement focusses upon involving parents in support or 
subordinate roles. The SEDL survey, however, suggested that some 
parents may not find involvement at this level satisfactory. Nor may 
they care to go through the "stages" suggested by Wood (1974), Randell 
(1976) and Fitzgerald (1981) before they are seen as competent in the 
schools' eyes to become involved at other levels. 
One of the most important contributions of the SEDL survey is the 
way it highlighted the dissonance between the expectations of teachers 
and parents. This may go some way towards explaining why both groups 
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claim a belief in parent involvement and yet find themselves in 
positions of hostility towards one another. 
No research of this breadth and depth has been carried out in 
Australia although smaller peripheral surveys or observations based on 
personal experiences would support some of these findings (Capra, 1981; 
Pope, 1981; Whitting, 1981; Brehaut, 1983; Meade, 1983; Limerick, 
1984). 
Australian research on parent roles 
A study of the Australian literature reveals little material on 
the attitudes of parents to their own involvement in education at any 
level. One study (King & Watson, 1976), however, did attempt to 
look particularly at parents. This research was carried out by a 
group of primary school parents in Sydney. They established the Hills 
Education Study Group and, supported by a Schools Commission grant, 
set out to present a report on a significant sample of parental 
opinion on the issue of attitudes to parental involvement in, and the 
community use of, schools. 
Two thousand eight hundred parents were surveyed in the Pennant 
Hills district of Sydney. The results indicated that parents wanted 
closer contact with teachers in order to find out how they could 
assist their own children. Parents also wanted to be involved in 
activities other than fund raising but were not at all sure what these 
activities might be. 
The group factor-analysed the 30 questionnaire items on their 
survey and came up with seven possible typical roles for parents to 
play in the school. The following descriptors were placed on each 
role or type of involvement: "managerial-progressive", "traditional", 
"exploratory and preparatory", "cultural specialist", "managerial-
community", "male contribution in recreation", and "professional" 
12 
(King Sc Watson, 1976). Despite their factorial classification of 
roles, King and Watson still tend to define the role of parents in 
schools in a simplistic and stereotypical way. The underlying 
assumption seems to be that the parents' involvement is integrally 
linked to the activities and interests of their own child and only 
occurs to improve that child's educational chances. 
Of course a factor here could be that the King and Watson study 
related solely to parents of primary school students, while the SEDL 
research attempted to investigate parents of primary and secondary 
school students, and this thesis is concerned with non-teaching adults 
interacting with secondary schools only. The King and Watson study, 
however, is important as it attempts to research the range of ways in 
which parents may interact with schools viewed from the parent 
perspective. 
Others have concentrated on the attitudes of parents to education 
generally but not on attitudes towards the parents' own involvement. 
For instance, Botsman and Browne's Queensland study on attitudes 
towards education, carried out in 1977, provided a bench mark for 
other such studies. It was used by Fitzgerald and Williams for their 
work on Nhill High School in 1980. This study is one of the most 
complete Australian studies of parents' views on a wide range of 
educational issues. Their research team interviewed 235 parents 
following the merging of Nhill High School and Nhill Primary School 
into a P-12 school. The study was aimed at finding out what the 
parents thought about their school, in an attempt to provide the newly 
formed school with some direction indicators. 
Despite the undoubted contribution made by the Botsman and Browne 
study and the Fitzgerald and Williams study to an understanding of 
community attitudes towards education, they make only a peripheral 
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contribution to an understanding of how parents feel about, or 
conceptualise, their role in schools. The closest either study came 
to asking parents about their perceptions as to their role was an item 
asking parents' opinions on "involving parents in school policy 
making" (Fitzgerald & Williams, 1981:41). The respondent groups in 
both studies were not particularly happy with the performance of the 
schools in this area but, at the same time, they did not rate 
involvement in school policy-making as one of their most pressing 
concerns. This was the only role for parents suggested to parents in 
these studies. 
Thus, while Fitzgerald and Williams's work is important in that 
it focusses on parents' views on a range of educational issues, it 
gives no information concerning how parents view their role in the 
educational process. 
As part of a larger research study in the early 1980s, Meade 
(1983) interviewed a small number of secondary school parents in 
Sydney and Brisbane to examine their perceptions of schooling as 
experienced by their adolescent children. His interviews revealed 
that parents have limited contact with teachers. Nineteen per cent of 
the Sydney parents interviewed and 22% of the Brisbane parents 
interviewed stated that they wished to be involved, or saw the value 
of some sort of involvement, in secondary education. 
The reasons given by those who did not wish to be involved were: 
the lack of time, the fact that they were too old or were incapable, 
the view that they were resented by the school or believed that 
schools were best left to teachers. Meade (1983:8) summarised the 
views expressed as follows: "In the main parent-teacher interactions 
took place infrequently or not at all. Numbers of parents believed 
that contacting the school amounted to an interference or intrusion 
14 
into the teachers' domain and that the teachers did not welcome 
contacts." This study was part of a far larger study on the attitudes 
of adolescents towards their own education so the information on 
parents, while useful and important to that study in that it rounded 
out a broader picture, was peripheral to the main study. None of the 
findings relating to parents was explored in any depth. 
Overall, both American and Australian studies concentrate on a 
static view of the types of roles parents may be allowed to play in 
schools. The intervention of the key actors and the interactive 
processes of involvement are largely ignored. There is a need, 
therefore, for research to be carried out on the way parents view 
their own involvement in Australian secondary schools and why those 
who become involved are involved. An holistic view of their 
involvement must cover the processes through which secondary schools 
progress in encouraging parents to interact in some way with the 
schools. 
The Problem 
The focal problem of this study arose out of the silence in the 
literature about those intimately involved in school-community 
interactions - the parents and community members who assist in schools 
in a wide range of ways. The lack of emphasis on the processes 
relating to the evolution of successful school-community interactions 
pointed to the need for further studies in this area. 
The focal problems for this thesis therefore are: 
What are the motivations of parents and community members 
involved in the school, as perceived by themselves and others? 
Are there any consistent patterns of processes that occur in 
schools in which there appear to be a significantly high level of 
involvement of parents and community members? 
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This thesis is intended to make a contribution towards an 
understanding of the rationales of those involved and the patterns and 
processes through which school-community interactions occur. At an 
applied level, such understandings should lead towards the better 
management of these processes. As Williams (1983:32) pointed out, the 
need for such a conceptual framework and the understanding of it, 
particularly for those involved in teacher education, is timely. 
This study, as outlined in Chapter 4, takes a symbolic 
interactionist approach falling somewhere between the approach of 
Blumer and the Chicago School and Kuhn and the Iowa School. Blumer 
proposed that the behavioural sciences ought to have an ideographic or 
non-generalising approach, while Kuhn proposed a nomothetic or 
generalising function. 
The heavy stress that Blumer laid on the need for insightfully 
feeling one's way inside the experience of the actor (Meltzer, Petras 
St Reynolds, 1977) is accepted here. Yet societal influences are 
seen to be so important and limiting that they must be taken into 
consideration as they affect all the actors. Some predictions 
regarding the processes therefore may be made. As Kuhn argued, it is 
possible to seek predictions of social conduct due to the universality 
of societal influence. 
Specifically the objectives of this study are: 
To undertake case studies in three selected secondary schools to 
provide the context for an understanding of school-community 
interactions. 
Within these case studies to undertake a series of structured 
interviews with key participants. These interviews focus on the 
participants' perceived rationales for involvement and on the 
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processes seen to be significant to the facilitation of 
school-community interactions. 
To suggest a grounded model of school-community interactions and 
the implications of such a model to teacher educators. 
The methodology selected to approach these objectives is 
discussed in Chapter 4 while the research design employed in this 
study is outlined in Chapter 5. 
SUMMARY 
This chapter has addressed the need for a study both into 
parental perceptions of their views on their involvement in secondary 
schools, and into the processes through which this involvement should 
go if it is to be successful. There is a need for such a study as 
little research has been carried out in these inter-related areas. 
The study focusses on those who are involved in schools, to research 
why they are involved and what they gain from this involvement. To 
find out more about all those who are involved in the educational 
enterprise is important at a time when the nature of secondary 
schooling is being questioned. The scope of this study is limited 
however to this particular group of adults. The significance of the 
study is that it will go some way towards drawing a more complete 
picture of the life of secondary schools, while enabling teachers to 
work with this group under study in a more effective way. 
The following chapter addresses theoretical issues relating to 
community involvement while clarifying key terms and concepts used in 
this study. 
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CHAPTER 2 
KEY CONCEPTS 
Parents don't have a clue about what they are making 
decisions on - nor are they always rational ... . The 
problem is compounded because this is a lower socio-
economic area .... My experience with involving the 
community has ... been ... at a real level in bands, etc. 
(Negative Teacher, School A). 
The school is therefore involved in building parents' 
self-confidence and self-esteem. You are empowering people. 
We don't have a body of parents pressing on the doors. It 
is a slow educative process (Teacher, School A). 
INTRODUCTION 
It is important that an attempt be made to clarify the concepts 
and ideas that underpin a study. This is done in this chapter and 
Chapter 3. The researcher went into the study with a number of ideas 
and concepts concerning community education, the rationales for 
involvement and processes of involvement. As the research progressed, 
alternative concepts began to emerge, which sometimes sensitised the 
researcher to parallel developments within other studies. Ideal 
distinctions between grounded theory and deductive research do not 
reflect the reality of most social research processes, which become 
more of an iterative process of moving between the data and the 
research literature. Some of the models and theories in this chapter 
and the following chapter predated and indeed guided the data 
collection process. Other concepts were developed out of the data 
(grounded in that sense) and were subsequently related to the 
literature. It has been useful, however, to bring them together into 
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these two chapters, which outline the concepts and issues related to 
the research. An attempt is made to distinguish between those 
concepts and issues which became apparent as the study unfolded and 
those which were initial guiding frameworks. 
This chapter starts by outlining the researcher's views on the 
philosophy of community education in order to emphasise the importance 
of processes to such a philosophy. It continues by examining how the 
words "involvement" and "participation" have been used. Some writers 
have theorised about involvement in schools, and have argued that it 
is only participation, in the sense of power-sharing where 
decision-making is concerned, that is of any importance. Such 
arguments on participation, which will be discussed later, were seen 
to be of central importance at the outset of this study. However, by 
the end of the study, due to the wide range of needs expressed by 
those interviewed, the importance of participation in schools as a 
focal end in itself, needed to be reviewed. The problem of defining 
whether interactions are cases of involvement as opposed to 
participation is taken up and a three-dimensioned model of possible 
interactions proposed. 
THE PHILOSOPHY OF COMMUNITY EDUCATION 
One of the difficulties in working in the area of school-
community relationships has been the inconsistent ways in which key 
concepts such as Community, Community Education, Participation and 
Involvement are used. In the following pages each of these concepts 
is worked through. 
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Community 
The Schools Commission used the term "community" in one of 
two ways: 
to refer to the neighbourhood community which surrounds the 
school or to refer to the much smaller group of parents and 
other persons interested to some degree in the operation of 
the school and anxious to influence its nature (Report for 
the Triennium 1976-1978, 1975:112), 
The community is usually defined as a group of people who live in a 
particular geographical area. In Australia with a system of State, 
Catholic and Independent schools, the school community may be better 
defined as being a group of people who identify or interact with a 
particular school, but who may not necessarily live in the same 
geographic location. 
As this study concentrated on State schools and their 
communities, the community members were more likely to be parents and 
to live in the same geographic location. These factors are not 
accepted here as necessary conditions for non-teaching adults to be 
defined as members of the school community. As it happened, the 
non-teacher participants in this study were all parents or 
grandparents of children in the three schools studied. In some cases, 
their children had left school but the adults retained positive 
service-oriented ties with the school. In a few cases, the school was 
not their closest local school. 
However the above definitions of the school community are too 
narrow. The school community is embedded in an hierarchy of 
communities (Bronfenbrenner, 1979; Johnston, 1981; Wilcox, 1982a), 
ranging from the immediate school community, made up of students, 
teachers and, peripherally, parents, to the wider or national 
community. Bronfenbrenner's work (1977, 1979) makes very clear the 
importance of at least being aware of all these communities. This 
20 
view is developed in Chapter 7 when discussing the three schools in 
context, 
A further argument needs to be borne in mind when considering the 
concept of the school community. Johnston (1981:86) maintains that 
much of what happens between the school and its community, however 
that is defined, is not simply a matter of communication between 
different members of the same community. There are class structures 
present which very often reinforce role structure differentiation. He 
insists that mistrust between teachers and parents exists and that 
this is essentially structural, in that it is maintained by 
organisational assumptions, priorities and role structures. Schools 
are middle-class institutions. This view was clearly demonstrated by 
one of the teachers in this study who felt that: 
Parents don't have a clue about what they are making 
decisions on - nor are they always rational. They look at 
what the Principal and teachers say as gospel. The problem 
is compounded because this is a lower socio-economic area. 
At ... [a school in a higher socio-economic area] the 
parents were really well educated and were a real asset 
(Teacher, School A). 
It is necessary, at the very least, to be aware of the structural 
and social realities in a community as they will impact on the 
relationship between the school and its community. This awareness 
must be taken into account when discussing what is meant by the 
community when dealing with school-community relations. 
Such tensions are recognised within an historical perspective in 
Chapter 6 when the relationship between schools and the community in 
Queensland is investigated. Of course the relationship between 
schools or teachers and parents cannot be seen solely in terms of a 
class struggle as Lightfoot (1975) argued. While not denying the 
class aspect, she used the Parsonian concept of particularism on the 
part of the parent as against universalism on the part of the teacher, 
21 
and the structures that emerge to support these concepts, to explain 
the antagonistic relationships that too often develop. 
As the schools in this study were situated in varying 
socio-economic areas, the issue of class, although not central to this 
thesis, was one that was continually borne in mind and is therefore 
returned to at various points in the discussion. 
The concept of community is seen in its widest sense where a 
definition of community would need to include all those who interact 
with the school or influence what happens at the school. Figure 4.1 
illustrates this wide definition of the community of the school. A 
tight distinction is not drawn when using the words "community 
members" or "parents", as all those interviewed had been parents or 
were grandparents of students at the secondary schools studied. 
Community Education 
Whenever the involvement of the community in its school is under 
discussion, the particular philosophy of community education that is 
held needs to be clarified. In Chapter 1 Hopkins's (1976:69) 
three-part definition of the philosophy of community education, as it 
applied to schools, was quoted. The comment was made that, in 
Queensland particularly, the part of the definition referring to 
individuals' unmet wants and needs had been ignored. Rather, emphasis 
had been placed on the sharing of the schools' facilities and, in an 
even more limited fashion, the use of the untapped resources in the 
community. 
Others have defined community education in a more holistic way. 
Seay (1974) spoke about it as a process that achieved a balance and a 
use of all institutional forces in the education of all people in the 
community. In this sense, community education may be identified as an 
umbrella term which overarches disparate programmes. Townsend (1984), 
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for instance, included the following within the sphere of community 
education: 
adult education, 
non-formal education, 
the personal enrichment end of the educational spectrum, 
parent power and democratisation within schools, 
enabling school children to learn in the wider community 
as part of their curriculum, 
community use of school facilities, 
and community development or people acting together to 
change things within their own communities. 
Townsend's analysis of community education involves three core 
components. First, community education is about education. It is 
about people developing new skills, new knowledge and new confidence. 
Second, it is about communities using their resources, integrating 
learning with other aspects of living and increasing community 
co-operation and understanding. Third, it is about empowerment, 
helping people to gain power over their own lives and working towards 
a more equal distribution of power in our society (Townsend, 1984:2). 
These three aspects are basic to an understanding of the position 
taken in this thesis. 
The debate surrounding community education has passed the point 
of whether it is an acceptable concept or not. It is no longer a 
neutral concept but rather one that has become self-determining. 
The community education movement's continuing success will 
not depend upon its acceptability as a concept, for that is 
well established. It will depend upon the people who 
espouse it, and operate it and co-operate with it. Those 
people will make it work or fail, and the concept itself 
will have minimal effect on its fate. But, if the 
professionals truly understand the concept they should not 
feel threatened. The understanding of the concept lies in 
the name. The key word is community. It does not refer to 
who is doing the serving, but to who is being served 
(Greiner, 1974:62, in Parson, 1979). 
Minzey and Townsend (1984:17) take this position further when they 
argue that the concept of community education implies that the current 
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and future society will require that we educate the entire community. 
They do not equate education with some simplistic notion of schooling 
but define education as "empowering individuals" or assisting them to 
"cope in their own circumstances". 
Kerensky (1972:159), writing in the American context, suggested 
that there were five basic ideas that underpinned community education. 
1, It is not a product. 
2, It is a new form that will require new ways of administration and 
new assumptions in terms of accountability and control. 
3, It is an alternative organisational form to decentralise and 
"debureaucratise" American schools. 
4, It strives to mobilise the vast army of human and physical 
resources that are available in the community. 
5, It seeks the total mobilisation of human resources. 
Among these writers, the concept of community education has been 
a philosophical one relating to the process underpinning the wide 
variety of programmes which are offered in its name. Stress is laid 
on the understanding of this philosophy and on the importance of 
looking at community education in its many forms as a process and not 
limiting it to programmes (Minzey & Le Tarte, 1979). 
In Queensland, there has been a tendency to define community 
education as one step in a process, or as a programme, rather than as 
a philosophy underpinning an approach to education. O'Donohue 
(1980:1) suggested that there were "four dimensions to community 
education which, although they are not discrete entities, are largely 
sequential, as success at one level is dependent on success at the 
previous level." These four levels were community-school 
relationships, community involvement, community education and, 
finally, community development. 
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A prominent Queensland educationalist, Robertson, warns that, 
because of its self-determining characteristics, public expectations 
may be raised too high by the philosophy of community education. For 
the purpose of his research in this area, he defined community 
education 
in terms which are implicit in school functions and in the 
relationship between school and community as seen by those 
people involved. With the school placed at the centre of 
the community, the school can become a functional part of 
that community and community education becomes more than a 
combination of disjointed programs but includes a concern 
for traditional schooling by making it more relevant to 
community needs (Robertson, 1984:6). 
In other writings as a Regional Director of Education in Brisbane, 
Robertson outlined community education as a five-stage developmental 
concept moving from community involvement in formal educational 
programmes to use of school facilities by the community, to the 
setting up of additional programmes for adults and children on to 
community participation in school-based decision-making and finally to 
the stage of interdepartmental and interagency co-operation. 
Robertson would not argue that each stage is necessarily mutually 
exclusive but he would claim that development through the stages is 
the most likely scenario in Queensland. Appendix B outlines each of 
the stages in some detail. 
Both O'Donohue and Robertson would thus argue for a socialisation 
period along the lines of Wood's (1974) model. Wood's argument that 
parents need to become familiar with the school before they be allowed 
to participate in any significant way is central to the problem of 
power-sharing. It indicates that, in some way, outsiders need to 
become socialised into the behaviour patterns of the schooling system. 
Sallis (1982b) and Encel (1982) expressed deep opposition to this 
notion. This view denies both the iterative nature of parent 
interactions with the school and negates the view that parents may 
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prefer to interact in a variety of ways (Johnson Sc Ransom, 1983; 
Williams, 1983). It is also indicative of the way in which parents 
may be safely co-opted into the system without any real change taking 
place, nor any attempt being made to empower the parents by equalising 
power distribution (Hunt, 1980, 1981; Johnston, 1981). 
Community Education: Programme or Process? 
Since the early 1970s debates about the philosophy and practice 
of community education have been dominated by arguments about whether 
it is the programme itself or the process of involvement that makes 
the major contribution. The argument surrounds an attempt to analyse 
what it is that community education has to offer and Le Tarte and 
Minzey's (1971) work was seminal in this field. Is it a set of 
programmes offered to the community for their benefit? Or is it a 
process and a new approach to education? The view expressed in this 
chapter emphasises the process argument and is fundamentally in 
agreement with the views of community educators such as Kerensky 
(1972:159) who wrote that "community education is a process. As a 
process it lends itself more to description than definition. By 
definition process is a set of actions or changes in form." 
Arguments in favour of setting up programmes under the banner of 
community education tend to be highly pragmatic. Programmes are 
visible and easier to organise and control than are more nebulous 
processes. The C.S. Mott Foundation in the 1930s gave great impetus 
to the idea that school facilities could, and should, be used for a 
wide variety of programmes for the benefit of the community (Parson, 
1979). The concept that school buildings were owned by the total 
community, and that it was uneconomical for these buildings to be used 
by such a small percentage of the population and for such short 
periods of any day and year, was publicised and widely accepted. The 
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mid-1970s, in Queensland, saw seminars and workshops run by the 
Education Department along these lines. 
Minzey and le Tarte (1979) questioned whether this use of school 
buildings could really be equated with a philosophy of community 
education. English research suggested that use of school buildings 
effectively put up a smoke screen which prevented any real changes 
taking place (Report of the Schools Commission, 1975:117). School 
principals could point to how often their schools were being used by 
the community and so ward off any criticism that the school was not 
open or responsive to its community. In the United States, community 
education co-ordinators were appointed. They were sometimes referred 
to as Night Principals (Dudley Sc Parson, 1981), giving a clear 
indication as to the role that they played. 
Programmes are only marginally linked to the process-oriented 
community education philosophy put forward by community educators such 
as Seay (1974), Fantini (1976), Minzey and Le Tarte (1979) and Minzey 
and Townsend (1984). So, in the Australian context, "while many 
schools have let down the physical drawbridge, and the community has 
stepped across the moat, the psychological drawbridges are still 
there, and the 'fortress effect', organizational structures and 
bureaucratic procedures still erect invisible walls to the community" 
(Johnston, 1981:87). The community has stepped across the moat and 
are using school buildings for a variety of purposes. However the use 
of school buildings by the community falls into the same general 
category as evening classes, and the many other programmes organised, 
often by community educators, for the community. As Fried (1980) 
would have it, programmes refer to a delivery-of-services mentality 
while process orientations relate to empowerment. 
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The research carried out for this thesis has concentrated on 
processes and rationales and not on programmes as such. Of course, 
programmes may be the vehicles for processes, and so Chapter 9 
analyses the programmes, or projects, in the schools in this study, in 
the light of the interaction model proposed later in this chapter. 
The problem is that it is far easier for a centralised, bureaucratic 
structure such as the Queensland Education Department to understand 
and undertake programmes, rather than to instigate the establishment 
of structures to facilitate appropriate processes. In the same vein, 
Dudley and Parson (1981:7) were not particularly optimistic concerning 
the successful outcome of the introduction of community education into 
bureaucratic structures in the United States when they wrote that: 
to integrate the process of community education to the 
program of the local school system and its bureaucratic 
structure presents a problem of social engineering 
comparable to the creation by automobile engineers of an 
internal combustion engine that will drive a car 3000 miles 
on a gallon of gas. 
In summary, this thesis does not accept the notion that for 
schools to adopt a philosophy of community education, a process of 
socialisation into the values of the schooling system is necessary for 
the community. Community education is seen as an overarching 
philosophy or approach to schooling. It does aim to involve the total 
community, as suggested by Seay, and it is not the end product of a 
continuum. The concept exists on a different level to concepts such 
as community involvement or school-community relationships. Community 
education, therefore, refers to a set of beliefs and principles and 
not to some aspect of the schooling system. It is a belief in this 
philosophy of community education, with its emphasis on education, 
processes and empowerment, that underlies this thesis. 
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CONCEPTS OF INVOLVEMENT AND PARTICIPATION 
Besides the concept of community education the concepts behind 
involvement and participation also need clarification. There is a 
great deal of confusion in the literature over the use of these words. 
In many cases they are used interchangeably. Johnston (1981) stated 
how he used the terms when he argued that participation and devolution 
were two key concepts in the school-community debate because they both 
involved the redistribution of power. Involvement, on the other hand, 
did not carry with it any notion of such a redistribution. 
The word "involvement" may be interpreted in many different ways. 
"Community involvement" is the term most commonly used in Queensland 
to cover any interaction between the school and adults in the school 
environment. The word "interaction" is a more satisfactory descriptor 
and it is used as an umbrella term to cover a wide range of 
interactions in this study. 
Figure 2.1, based broadly on Johnston's definition, provides 
examples of interactions at three different levels. Involvement, 
Consultation (an intermediary level between involvement and 
participation) and Participation. Most writers who attempt to make a 
distinction accept equivalent distinctions. However, as pointed out 
in the notes at the bottom of Figure 2.1, difficulties still arise in 
the hierarchical nature of the way in which interactions are commonly 
classified. That is, a value judgement is involved in suggesting it 
is better to participate than to be involved. This assumption does 
not hold up when talking to participants. It was for reasons such as 
these that a more complex three-dimensional model is developed in this 
thesis. This model provides a more useful analytical framework for 
researching the levels at which various interactions take place in the 
Queensland context. 
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INVOLVEMENT 
INTERACTION 
which may be at the level of 
; 
CONSULTATION PARTICIPATION (3) 
Described as a 
traditional involvement 
with) the school. 
For example; 
• doing Tuckshop (1) 
• organizing fetes 
• fund-raising 
• attending social events 
• attending sports 
• attending open day 
• lielping at worl< parties 
• using sct^ool buildings 
• attending parent-
teachier interviews 
i.e., execution of 
routinised activities 
Parents are asked their 
opinion on aspects of 
school life before a 
decision is made. 
Ti-iis may be in reference to: 
• sclnooi rules 
• uniforms 
• sport options 
• bool< ci-ioices 
• furTctions 
• activities 
• timetabling 
(Thiis may be at P. & C. 
meetings, on special 
committees or ttirougin 
newsletters.) 
i.e., consultation on 
decisions wtiicti set up 
routines 
Parents are a part of a 
decision-making body 
as equal partners. 
For example: 
• Tl-iey may sit on 
curriculum committees 
• Ttney may sit on Scinool 
Councils (2) 
(Power lias been equal-
ised and parents are 
recognized as leaving 
competence in a range 
of areas.) 
i.e., participation in 
decisions wt)ichi set up 
routines 
Figure 2.1: Examples of school-community interactions. 
Notes: ^Parents working in the Tuckshop are usually classified as 
being involved in the school. However, if these parents are 
solely responsible for the way the Tuckshop is used by the 
school and what it stocked, a case may be made for describing 
these interactions as participative. This example highlights 
the problem of adopting too simplistic a view which does not 
encapsulate the contradictions inherent in the organisation 
of schools. 
^School Councils are a further case in point. In Victoria, 
there has been an attempt to make these councils 
participative. In Queensland, however, emphasis is placed on 
the fact that they are School Advisory Councils and therefore 
the interaction is at the consultative level. 
^These definitions follow the English and Australian 
tradition; in the American usage the meaning of the two words 
is sometimes reversed, that is the word "involvement" implies 
greater strength than "participation". 
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A Model of Levels of Possible School-Community Interactions 
Processes of involving the coimnunity are never simple, in that 
there are always undercurrents relating to both justifications for 
such involvement and the schools' perceptions as to where it is 
appropriate that non-teaching adults should be allowed to be involved. 
Despite the working definitions presented (Figure 2.1) the whole area 
of involvement and participation is still a problematic one. It was 
found, in preparation for this study, that uni-dimensional models such 
as those suggested did not allow for a sensitive enough level of 
analysis. In attempting to label interactions as cases of involvement 
or participation it was impossible to discriminate between where the 
parents were involved, how they were involved and how crucial their 
involvement was allowed to be. It was necessary to understand why 
some interactive processes were more important and sometimes more 
traumatic than others for both non-teaching adults and teachers. 
The decision was therefore made to use three aspects of 
involvement in an attempt to construct a three-dimensional model which 
could facilitate the analytical process. These dimensions were: 
where non-teaching adults were involved (or the area/domain), how they 
were involved (or the stage), and how crucial their involvement was 
allowed to be (or the complexity of the decision-making) (Figure 2.2). 
The distinctions made explicit in this model were important in the 
light of teacher resistance to some forms of involvement while 
accepting, and even encouraging, other forms. 
The problem of analysis, then, is complicated by the fact that 
interactions occur in different areas or domains, the complexity of 
the decisions involved differs, and so too does the stage at which the 
interactions take place. The classic case to illustrate the failure 
of a uni-dimensional model is that of the "Tuckshop women" as outlined 
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Figure 2.2: Levels of interaction. 
in Figure 2.1. These women often have control of the Tuckshop, making 
and carrying through all stages of the decision cycles. Is this 
involvement or participation? Tuckshop activities do not generally 
affect the teaching and administrative staff as the area is felt to be 
one of support. The women are therefore allowed to control these 
activities. Thus the area in which the interactions take place, as 
well as the complexity and stage of the decisions made, need to be 
taken into account in order to evaluate the level of participation in 
any project and understand why schools sometimes accept participation 
and sometimes do not. 
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Three Dimensions of the Model 
Area or Domain 
The activities in the life of a school where school-community 
interactions could occur may be conveniently classified into 
three areas or domains: the support area, the administrative area and 
the educational area. The sequence in which these are presented 
represents an assumed gradient of importance to school staff. The 
most important area of activity is that which approaches closest to 
the central mission activities of the school, that is the teaching of 
the students. The support area relates to activities which are seen 
to back up the activities of a school in a very practical way -
improving the school environment and running the Tuckshop would fall 
into this category. The administrative area relates to the running of 
the school and covers such areas as involvement in P Sc C activities 
and Book Schemes. The educational area reflects the central mission 
of the school and covers involvement in Volunteer Tutor programmes or 
working alongside the teacher in some capacity. The areas are not 
mutually exclusive and overlaps may occur. 
Complexity or kind of decisions 
The classification of decision complexity is somewhat more 
involved. "It is possible to conceive of a large number of different 
ways of categorising decisions according to their kind" (Limerick, 
1970:26). The various approaches will not be reviewed here. Simon's 
classic 1957 model extended by Paterson (1966), however, is useful for 
the purposes of this discussion. 
Simon distinguished between programmed and non-programmed 
decisions. Programmed decisions were those decisions that were 
routine, formalised and repetitive. Non-programmed decisions were 
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unique decisions where the decision-makers had freedom of choice in 
making the decisions and acting upon them. In a seminal work in the 
area Paterson (1966) developed this classification into six bands or 
kinds of decisions in organisations, as follows: 
Band E: Policy-making decisions 
Band D: Programming decisions. 
Band C: Interpretive decisions. 
Band B: Routine decisions. 
Band A: Automatic decisions. 
Band 0: Defined decisions. 
Appendix I contains further details on each band. In looking at 
school-community interactions it was felt that in the interests of 
parsimony, these levels could be reduced to three levels at which 
decisions may be taken. These three levels are policy or Band E 
decisions, interpretive covering Band D and C decisions and routine 
incorporating Band B, A and 0 decisions. These levels may be 
illustrated by giving examples taken from specific areas of 
interaction within schools in this study. At the highest level were 
complex decisions which affected policy matters such as whether a 
Learning Assistance Programme should be introduced into a school at 
all. At the second level were interpretive decisions which were 
unprogrammed and non-routinised. They were managerial decisions and 
related to issues such as which grades or subjects should be involved 
with the Learning Assistance Programme. Finally, at the lowest level 
of complexity were routine or programmed decisions, covering the 
routine skills for handling the students and the interactive routines 
to be used by the volunteer tutors. 
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Stage 
The third factor is the stage of the decision-making cycle at 
which the interaction occurs. It is important to take into 
consideration not only how complex the decisions are, but also at what 
stage of the decision process the interactions occur. Agreement 
exists generally on the sequence of the decision-making cycle although 
there is some difference in the detail with which it is described. 
For instance, Bakke in 1964 suggested eleven stages while Tannenbaum 
in 1965 felt that three would be more appropriate. Paterson (1966) 
reduced his original eight stages to four and argued that these 
four had universal application to all decision-making systems. 
Paterson's four stages in a decision-making cycle were: 
• the information stage, where relevant information is collected 
and shared; 
• the conclusion stage, where the information is assessed and 
suggestions made as to what should be done with it; 
• the decision stage, where possible courses of action are 
selected and the decision is made to act upon this decision; 
and finally 
• the execution stage where the course of action is carried out. 
(This feeds back as information for the next decision, heince the 
concept of decision "cycle".) 
The distinction between the conclusion stage and the decision 
stage of the decision process is a particularly vital one. The 
conclusion phase places emphasis on the end result of the information 
collecting phase. At this stage the complex process of sifting, 
sorting and evaluating alternatives takes place. It is concerned with 
the "good" thing to do, and organisational units which are involved 
solely in such activity are seen to be advisory. The next stage is 
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the decision stage where the actual commitment to action takes place. 
It is concerned with what will be done. 
Using Paterson's concepts these four decision stages have been 
collapsed into three, to reflect stages at which parents may be 
involved in the school. Parents may interact with the school at a 
stage where they are allowed to assist (the information and execution 
stages), or advise (the conclusion stage), or decide (the decision 
stage). Although, strictly speaking, information and execution 
represent different phases of decision-making, they have been grouped 
together under the general heading of assist as the participants only 
assisted by giving information, or by executing decisions already 
evaluated and made. 
It is possible to link these three decision stages to those 
suggested in Figure 2.1. This initial stage could be described as 
Involvement. The conclusion stage correlates with Consultation as 
advice is being sought or delivered. The most powerful stage at which 
participants can be involved is that of deciding and this may be 
linked to the concept of Participation. 
In categorising the projects in Chapter 9 on the dimension of 
stage of decision-making the following questions were asked. Had the 
parents merely assisted in some way, that is were they "involved"? 
Were parents asked for advice, that is were they "consulted"? Or did 
parents actually make decisions, that is did they "participate"? 
Figure 2.2 represents the bringing together of these 
three factors, area, complexity of decision and stage, with their 
subdivisions, in an attempt to provide a model to enable the 
researcher to analyse critically levels of interactions where the 
school and the community were concerned. 
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Degree or Level of Participation 
A three-dimensional model such as this asserts that the question, 
how participative is a certain project, is one that cannot be answered 
simply. It demonstrates, for example, that one project may involve 
making full decisions of a policy nature but on an issue regarded as 
peripheral by those holding the power in the school system, whereas 
another may involve merely assisting on a routine basis yet on a key 
educational issue. In such a situation the value-laden question of 
which is the more participative does not in itself make sense. 
Nevertheless it is often convenient to reduce three 
dimensionality to one overall "degree" of participation when analysing 
the significance and impact of projects. This overall degree is taken 
to be the level of participation. In the absence of a priori reasons 
to the contrary, this has involved assigning equal weightings to each 
of the three dimensions. The most important subdivision in each 
dimension has been given a weighting of three and the least important 
a weighting of one. Table 2.1 illustrates these weightings. A 
multiplicative rating is then given to each project to indicate the 
differences. Projects that gain a higher score may be described 
therefore as more participative than those that do not score so well. 
This model is used in Chapter 9 to provide an overall index of level 
of participation in the more static or contingent analysis of the 
projects that had been highlighted by the parents and the teachers in 
this study. In general, however, the more complex three-dimensional 
framework is maintained, as it is the qualitative analysis which is 
central to this thesis. 
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TABLE 2.1 
THE WEIGHTINGS ASSIGNED TO THE DIMENSIONS 
OF THE LEVELS OF INTERACTION 
Dimension Weighting 
Area: Education 3 
Administration 2 
Support 1 
Complexity of Policy 3 
^^=^^^°"" Interpretive/ , 
^^^^^r- Unprogrammed ^ 
Routine/ .. 
Programmed 
Stage: Decide 3 
Advise 2 
Assist 1 
Justifications for Participation 
A stage seems to have been reached in Australian schools where 
involvement by non-teaching adults is accepted but participation is 
hotly contested, especially in Queensland. One of the factors 
explored prior to the study, concerned justifications for 
participation, and why it should be argued that non-teaching adults 
should be encouraged to participate in schools. Writers from various 
philosophical positions argued the case for participation and thus 
power-sharing. The major arguments fall into three broad groupings, 
those to do with the liberal democratic tradition, those to do with a 
more radical view on power-sharing and those arguments that take up 
the problem of social equality. 
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Participation and the Liberal Democratic Tradition 
A belief that both programmes and processes benefit a community 
fits comfortably into the liberal democratic tradition. As with many 
progressive educational movements this century, the community 
education movement is deeply embedded in this tradition. "Democratic 
theory", according to Coombs and Merritt (1977:169), "provides the 
basis for [public participation] by requiring either the direct 
participation or representation of all segments of the society in the 
development of public policy which, in turn, affects their destiny." 
Yet writers such as Wilson (1979) and Taylor (1980) are scathing 
about the possibilities of this tradition achieving anything 
meaningful in the way of participation. Wilson claims that the 
liberal position results in window dressing and soothing or co-opting 
activities. Taylor (1976:11) argues that it is not possible "to 
consider participation in any depth without running across 
long-standing political and philosophical problems to do with freedom, 
justice, equality, authority and power, influence and control." To 
enter these broad arenas is beyond the scope of this thesis, and yet 
they cannot be ignored altogether. Concepts such as these need to be 
borne in mind as the philosophical underpinnings, or core beliefs, 
beneath arguments put forward for participation. 
Participation as a good in itself 
A further argument arises from the notion that participation is a 
good in itself and needs no justification. The very fact of 
participating results in positive things being achieved. According to 
Gittell (1979:63), "participation in itself provides an involvement 
with the system which can diminish alienation and also can serve to 
stimulate educational change; it is itself an educational 
experience." 
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Taylor's view is that this is a naive stance, as participation is 
only one of many values which could be given equal weighting. The 
community would have to be aware of the cost of defining participation 
as the prime value before such a decision could be made. These costs 
may be in terms of general efficiency in running the system or, more 
seriously, they may be in terms of life chances for those who are 
involved in the system. 
This is an important counter argument and one that is put forward 
by principals concerned either about the management of their schools 
or the opportunities available to their students. However it can be 
too easily used to preclude all participation. 
Participative or representative? 
Hunt (1980) argued that there was a need to clarify the 
distinction between participative and representative democracy. She 
claimed that because participation in education is educative in 
itself, it has widespread ramifications for the community. The 
democratic process provides concrete forms for individual growth and 
self-development (Popkewitz, 1979:205). There is some notion of 
empowering the individual inherent in this view, and Hunt implied that 
all should therefore participate. 
Putting aside practical arguments against this quantity plus 
quality view, the argument manifestly ignores the research evidence 
which indicates that many parents, for very good reasons, do not wish 
to participate either at any level or at the level requested by the 
school (Meade, 1981; Stallworth & Williams, 1982; Johnson & Ransom, 
1983). Such a lack of the wish to participate should not be equated 
with apathy (Connell, Ashenden, Kessler & Dowsett, 1982). However, 
Hunt's view does highlight the problem that it is predominantly 
mainstream parents who voluntarily participate. Popkewitz (1979:206) 
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comments that "our very notion of participation assumes 
characteristics not common to working class communities." Hunt 
claims, then, that representative democracy is an inappropriate 
approach for schools, as representation by a few will not increase the 
feeling of belonging by the majority. 
Participation as Power-sharing 
The Queensland Education Department, like many government service 
agencies, can be classified as a professional bureaucracy based on an 
hierarchical organisational structure (Limerick, Cunnington & 
Trever-Roberts, 1984). Therefore in encouraging participation at the 
school level, the problem arises of mixed messages being received by 
some of the participants, especially with regard to power and 
influence relationships. 
Clegg (1981:4) makes a useful distinction between a task-centred 
approach and a power-centred approach to participation. Task-centred 
approaches may have some democratic potential in that they allow those 
involved in the task to feel they are achieving something. This view 
is expressed by many of those interviewed for this study. It is also 
included as a factor facilitating good school-community interactions. 
Clegg's task-centred participation moves in the direction of answering 
the critics who talk about pseudo-participation (Taylor, 1976) or 
rituals of participation (Warden, 1981). However Clegg argues that 
this potential may well be of more apparent than real value, as it is 
the sharing or distribution of power that is of key importance. As 
becomes evident from observation of Queensland schools, despite 
Robertson's five-stage developmental concept (see Appendix B), 
involvement in tasks does not lead to participation or power-sharing. 
Involvement may facilitate participation, but participation demands an 
entirely different set of beliefs and management structures. 
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Conflict, in particular, arises when parents are asked by the 
bureaucracy for their views and suggestions on schooling, and no 
action is taken on these responses. This issue is touched upon in the 
sixth chapter where regional community councils are discussed. 
Confidential reports on parents' reasons for resigning highlighted 
this conflict. In describing a conflict of expectations between 
participants and a bureaucracy. Limerick (1976:62) wrote that 
proactive persons: 
are unlikely to find much satisfaction in the set of role 
relationships of the consultative system ... . Reactive 
persons, too, are likely to react with puzzled resentment to 
overtures for a broader contract. Thus such systems are 
likely to be unstable and to oscillate. 
The question of how much power Regional Directors actually have 
is discussed in the sixth chapter. There is also the question of how 
much effective power is held at the school level, situated as it is on 
the lowest rung of the educational hierarchy. It has been argued that 
power cannot be given it has to be taken (Sykes, 1987), and that the 
community or parents therefore allow themselves to have no power in a 
school. Sungaila (1981) discussed this idea when looking at Follett's 
notion of power with rather than power over. Principals, she argued, 
cannot share their power (of which Sungaila is convinced they have a 
fair amount) but they can give others the opportunity for developing 
their own power. 
The idea underlying this assumption is that to encourage others 
to develop more power or control over their own lives does not 
diminish the power or control an individual may hold over her or his 
own life. This was a notion strongly supported by the principal in 
School A. He felt that by increasing feelings of competency and 
self-worth in parents, to the point where they were criticising his 
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decisions, in no way lessened his power, but rather increased the 
potential of the total school community. 
Participation for individual empowerment 
All of the mainstream arguments surveyed thus far view 
participation at an essentially institutional or social level. That 
is, participation is defined as a set of relationships between large 
bodies, classes, or institutions, and the dynamics and effects of 
participation are viewed in these terms. 
A much more recent perspective, and one which is central to this 
thesis, views participation from the perspective of the individuals 
involved, and examines its processes and outcomes from the point of 
view of the actors concerned. This approach is leading to an 
increasing awareness of the importance of effects of participation on 
the empowerment of the individual. This study provided excellent data 
for the development of this perspective in the education arena. 
This study was originally based on the classic home-school 
relationship ideology and a belief in the importance of participation 
for social empowerment. The strong views expressed on the personal 
gains by the individuals involved (reported in later chapters) were 
therefore confusing and led to a radical reassessment of these earlier 
beliefs. 
The debate on individual empowerment is generally conducted at a 
normative level. The Victorian Ministerial Paper No. 2, The School 
Improvement Plan, supports this objective. The paper suggests that 
"central to any restructuring of educational administration should be 
the creation of settings where people can exercise power over their 
own self-improvement through participation in both planning and 
decision making processes" (Watkins, 1986:88). 
43 
The idea that community participation, and perhaps involvement, 
has as its basic rationale that of empowering the individual is an 
important and significant argument. This argument refuses to accept 
that only a substantial shift in the economic order can lead to change 
in society and that the school or education system needs to await that 
time before moving in an appropriate direction. Rather, empowerment 
"means helping people to take charge of their own lives, people who 
have been restrained by social or political forces from assuming such 
control here to fore" (Fried, 1980:8). 
Although this view grows out of the traditional liberal approach 
it decries compensatory type approaches. It places emphasis, as 
Freire (1974) did, on helping people to place themselves in 
consciously critical confrontation with their problems, to make them 
agents of their own recuperation. Where schools are concerned, this 
means consciously developing processes which encourage those who wish 
to be involved at any level, to experience what is possible for them. 
What is possible for the individual adult could range from organising 
the Tuckshop, to finding fulfilment in tutoring a child with literacy 
problems, to enrolling in school subjects, to taking seriously the 
decisions to be made in steering the school curriculum in a specific 
direction. 
This view of what the school could be doing for the members of 
its community probably seems Utopian in the light of all the calls 
made on teachers' time. On the other hand, if schools lay any claim 
to being educational institutions it could, or indeed should, be 
argued that this must be the goal towards which schools aspire. As 
schools open to the community, the nature of their activities begins 
to change towards those that are more centrally involved with all who 
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have need of what the school can offer (Middleton, 1986). As this 
thesis indicates, initiatives are being taken in this area. The 
rationale given at a theoretical level is often for social 
empowerment, and at a departmental level it is often unequivocally 
"for the benefit of the children". But many teachers are well aware 
of the benefits to the individual parents themselves. 
Participation and Social Equality 
These two levels of empowerment - individual and social - are 
seen to be linked by a number of authors. The view that individuals 
may be empowered through participation sometimes leads to a suggestion 
that these processes may be fruitfully used to develop social 
equality. The suggestion is that participation by non-teaching adults 
in schools could be the first step towards breaking down societal 
differences and making communities proactive. 
There are major problems with this assumption. As Taylor (1983) 
suggested, a micro solution is being offered to a macro problem. It 
expects schools through the involvement of parents to solve.the larger 
societal problem of differences in economic class. Kerensky and Melby 
(1975:22) seem to be overly optimistic when they claim that not only 
is community education "the most dynamic concept in the history of 
education but that it is also the key to community development 
especially where disadvantaged coirmiunities are concerned." 
There are clearly strong elements of empowering the individual 
through the processes of involvement in education as this study will 
demonstrate. But to suggest that this might be the answer to 
disadvantaged communities is problematic. The harsh facts are that 
"improving the family's economic position does more for achievement 
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than reducing class size, providing remedial teachers, or arranging 
for community participation" (Popkewitz, 1979:207). 
There is no persuasive evidence to support the claim that social 
equality can be achieved through community participation. Fitzgerald 
(1976) put forward the case that parent and community participation in 
curriculum matters would assist in reducing inequalities. Yet 
two years later, Fitzgerald and Pettit (1978) found, in their study of 
Victorian School Councils, that little change had taken place in the 
reducing of inequalities, if the socio-economic composition of the 
councils was a measure of that. It was this result that Hunt feared 
when she spoke of the inadequacies of representative participation. 
Quite simply, in the Victorian context, Fitzgerald and Pettit found 
that the call for participation by Victorian schools had not reduced 
inequalities. 
Such evidence however has not cooled the ardour of proponents of 
this view. For instance, Connors (1978) has persisted with the view 
that there is a link between equality and participation, and that 
there are accordingly good grounds for arguing on this basis for wider 
participation in decision-making at the school-community level. 
In 1986 financial restraints have led to money being withdrawn 
from programmes specifically aimed at encouraging and supporting 
parent involvement through parent organisations. This means that 
these arguments are sounding more and more like rhetoric with little 
of substance to back them up. 
Connors's view is reflected in the Schools' Commission Report, 
Quality and Equality (1985), in which it is suggested that "the 
special needs of families where parents have not experienced 
successful schooling" needs to be taken into account and that the 
"Parent Participation in Schooling Program" to be introduced in 1988 
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"could seek to extend parental support for the learning programs of 
children, on the basis of evidence that significant learning 
improvements follow increased parental support and interest" (Report 
of the Schools Commission, 1985:9). 
While this programme accepts and validates the central role that 
parents do play in their children's achievement levels, it fails to 
recognise the needs of the parents themselves, which is the precursor 
to either general or particular involvement (Johnson & Ransom, 1983). 
There is a hint of the recognition of the importance of the parents, 
or community members, themselves in the first quote above concerning 
the needs of special families, but the Commission does not explore 
this point or the implications of such a statement. 
Participation and class issues 
Corrigan (1979), in his research on working-class adolescents' 
experience of English schooling, described how their responses to 
schooling are not produced by individual adolescents. Rather, their 
responses are structured by the histories and cultures of the 
nurturing communities in which they encounter the struggle for 
material and spiritual survival. This comment applies equally to 
those adults who are involved in schools. The coiranunal experience, in 
most cases, reflects the individual experience, especially in its 
attitudes towards the school. Such attitudes are reinforced by the 
community and cannot be understood except in the context of the 
nurturing community. In areas where educational achievement is low, 
parents believe that they have little to offer the school. They do 
not accept or identify with the suggestion that the attitudes of the 
parents have a significant impact on the success or failure of the 
child at school (Lynch & Pimlott, 1976). 
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While this study is not dependent on a belief that individual 
empowerment leads to social or class equality, it does accept and 
assert the view that broader social processes and individual processes 
are intimately interconnected. Thus the concepts of individual 
empowerment and class should not constitute alternative levels of 
analysis or approaches to community involvement in education. They 
should be seen as complementary, as the need for empowerment is 
strongly related to the social matrix in which the parent is embedded. 
This assertion is largely supported by the data in this study. 
The three schools studied reflected their nurturing communities and 
the communally held beliefs. Personal empowerment follows different 
tracks in different schools. However, the process of involving 
parents or community members may follow a predictable line, but the 
content, programme or project, undertaken within these processes, may 
be substantially different, depending on the community and the needs 
of individual parents. 
SUMMARY 
This chapter has clarified terms and concepts commonly used when 
writing about school-community interactions. The problem of defining 
when interactions may be classified as cases of involvement as opposed 
to participation has resulted in the proposal of a three-dimensional 
model of levels of possible interactions. Arguments surrounding the 
notion of participation have been explored as the debates surrounding 
participation are important, specifically as they are linked to the 
concept of empowerment. A belief in the philosophy of community 
education as a process and as being conceptually linked to personal 
empowerment underlies this study. 
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However what is of crucial importance is the way in which 
individuals perceive themselves as being empowered and the development 
of processes through which such empowerment may occur. The following 
chapter takes up these issues and investigates rationales for 
achievement and the process of involving non-teaching adults, 
particularly in the Queensland context. 
49 
CHAPTER 3 
RATIONALES, PROCESSES AND QUEENSLAND 
Everyone should gain from schools - feel better about 
themselves for having been there - and schools should 
realise this should apply to others too - not just the 
kids (Parent, School A). 
INTRODUCTION 
One of the key objectives of this study is to undertake a series 
of structured interviews with key participants to focus on their 
perceived rationales for involvement and on the processes seen to be 
significant to the facilitation of school-community interactions. 
This chapter concentrates on the issues of rationales and processes. 
As no evidence was found of work being done on rationales in 
educational settings, the concept of voluntarism (Moore, 1985) as it 
has been researched in non-educational institutions is explored before 
the parent and community involvement ideology maintained by the 
Queensland Education Department is raised. This ideology, insofar as 
it refers to rationales for involvement, is found to be narrow and 
unrepresentative of what those who are involved are saying about their 
involvement. In order to investigate the process of involving 
non-teaching adults Greiner's model for effective change is outlined 
and a model proposed for the introduction of school-community 
interactions in Queensland schools. 
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RATIONALES FOR INTERACTIONS 
One set of arguments surveyed in the previous chapter concerns 
rationales for the total concept of community participation in 
education. A second set of arguments, related to the first, concerns 
the participants themselves and the rationales they might give for 
their involvement, and it is these personal arguments that are now 
investigated. 
Work on Volunteerism^ 
As has been indicated, little work has been done in this area 
where schools are concerned. However, studies on volunteerism in 
general are highly relevant and, indeed, raise many of the issues 
uncovered in this research. 
Van Til (1985:248-255) summarised recent research in North 
America on those who volunteer in a range of areas and suggested 
five propositions where their motivation was concerned. His key 
proposition was that "people volunteer for multiple reasons, among 
which are their own personal and social goals and needs." Further 
propositions related to the notion that "the individual who volunteers 
does so only after weighing alternatives in deliberate fashion", "the 
realm of voluntary action itself is a complex and many faceted one, in 
which different organisational tasks appeal to different motivation 
forces", "concern for others, while not always purely altruistic. 
•"•I have chosen to use the word "volunteerism" rather than 
"voluntarism" although both appear in the literature. Moore (1985) 
uses voluntarism while Jenner (1982), Phillips (1982) and Smith (1981) 
all write about volunteerism in the Journal of Voluntary Action 
Research. While voluntarism tends to cover the broader theory of 
voluntary action, volunteerism implies a more specific focus on the 
motives and processes of the volunteer in action. 
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remains an important motivating force for much voluntary action", and 
finally, "the motivation to give and to volunteer is shaped and 
constrained by broader social realities, and particularly by the 
omnipresent reality of world chaos and destruction." Work by 
Schindler-Rainman and Francies on rationales associated with 
volunteering is summarised in Table 3.1. Their research was carried 
out in a variety of institutions. The reasons given bear remarkable 
similarity to those suggested by participants in this study, with many 
participants in all groups emphasising personal development. 
Research, in a range of contexts other than schools, suggests 
differences in male and female motives for volunteering. Van Til 
(1985) reports that females tend to be more altruistic than male 
volunteers although he stresses that research reveals multiple motives 
for volunteering in individual volunteers. Research on female 
TABLE 3.1 
RATIONALES ASSOCIATED WITH VOLUNTEERING IN A RANGE OF CONTEXTS 
"Some Payoffs of Highly Motivated 
Volunteer Participation" 
"Needs Specific to Volunteering 
in a Social Service Setting" 
Enhanced self-image 
New and/or increased skills 
Knowledge, new, or more, about 
given areas 
Developing increased trans-
ferable human relations and 
corranunication skills 
Meeting new people and 
making new friends 
Adds experience and references 
to a person's resume 
Helps transit from work to 
retirement 
The need for experience 
Feelings of social 
responsibility 
Need for social contact 
Responding to expectations of 
others 
Need for social approval 
Expectation of future rewards 
The need to achieve 
Schindler-Rainman (1985:133) Francies (1985:172-173) 
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volunteers, for instance, yields responses centred on self-oriented 
needs as well as self-maintenance needs. Other motives include the 
wish to escape, the need to keep busy, as well as self-actualising 
goals such as self-education and personal growth. Again, gender 
differences in involvement comprise one of the issues raised by the 
field work in this study. 
Flashman and Quick (1985:156) argue strongly that "altruism is a 
central, and potentially the central, impetus for volunteer activity." 
Altruism however is usually linked to another motive such as the 
desire to feel useful. It is this range of mixed motives that need to 
be studied carefully. Van Til (1985:258) suggests that it is action 
research that is necessary to "identify the needs and aspirations of 
those who volunteer, and feed back to those individuals and their 
organisations useful information and assistance." The same procedure 
needs to occur in schools. 
It is necessary, then, to state clearly that account must be 
taken of the needs of the individual parent/community member. The 
fact that there are likely to be related benefits for all school 
students, and for the teachers, does not alter the statement that the 
present accepted rationale for community involvement, "for the benefit 
of the child", is inadequate and incomplete. 
Fullan (1982:196), in summarising the research since the 1960s, 
listed the main forms of community involvement as: 
1(a) Instruction: at school (e.g. parent aides) 
(b) Instruction: at home (e.g. parents as tutors) 
2 Governance (e.g. parent advisory councils) 
3 Home-School relations (e.g. projects to increase community 
support) 
4 Community service (e.g. adult education, use of 
facilities. 
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He pointed out that only forms 1(a) and 1(b) relate to direct parental 
involvement in instructional activities which, presumably, would 
improve their child's level of educational achievement. The other 
forms of involvement may have benefits but could not be linked to 
student achievement. To specify student achievement as the sole 
rationale for all these ways of involvement is patently inadequate. 
The Queensland Ideology concerning Parent Involvement 
The above view stands in opposition to the institutional 
ideology, described below, as proclaimed by many in the Queensland 
Education Department. This ideology is embedded in the belief that 
the sole rationale for involvement is, and can only be, to increase 
the individual child's educational achievement at school. It is 
ironical to note that parents are then criticised for being interested 
only in their own children, wanting to make sure that their child does 
better than other children. The ideology is based then on the view 
that parents are involved only for the benefit of their own children. 
The following points have been abstracted from the Queensland 
literature (Kay, 1975; Tronc & Cullen, 1976; Bassett, Watts & 
Nurcombe, 1978; Robertson, 1980, 1984; Sage, 1980; Capra, 1981; 
Neilsen, 1983; Spring, 1983c; Matheson, 1984) to present a Queensland 
ideology of parent and coimnunity involvement. 
(1) All good parents ought to want to help in the school for the sole 
reason that their child will benefit. This belief is backed by 
research which identifies increased parental participation as a 
significant factor in a child's educational achievement. The 
opposite thesis is also stated, that is, that parents who do not 
participate in the school are bad parents and are not interested 
in their children. 
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(2) Parents ought to be willing to help in the school in the ways 
prescribed by the school. Schools have the right to tell parents 
exactly how they may or may not be involved regardless of the 
parents' own experience and interests. Parents do not have the 
right to tell the school how they wish to be involved. 
(3) Parents need a great deal of information from the school so that 
they will know appropriate ways of behaving in the school. This 
implies that parents need to be socialised into school practice 
before they are of any use to the school. Parents are generally 
stereotyped as unskilled in school practices. It is therefore 
more appropriate for them to be involved in the unskilled areas 
in the school. 
(4) Parents who are involved with the school during the day are 
expected to be female. There is little place for males in the 
school during the day. This is partly due to the belief that all 
fathers work during the day and also partly due to the support 
role that the parent is expected to play. This support role is 
seen as a more appropriate role for females to play. 
(5) Parents who become involved with the school are seen as good 
community-minded people. 
(6) Children are central to schools. They need to be taught by 
teachers and supported by parents. Lip service is paid to the 
equality of this educational triangle but the three groups are 
not accepted as equal partners. The school acknowledges that the 
family has a crucial influence on the child's performance but not 
that the parents themselves may have some needs which the school 
community could go some way towards meeting. 
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(7) It is not structures and policies that need to change. It is 
quite acceptable, and preferable, to rely on the goodwill of 
individual teachers and parents to introduce any changes. 
Despite the above views, which can be found in one form or 
another in departmental writings, or speeches on involvement, there is 
a great deal of ambiguity and contradiction in what goes on in schools 
under the umbrella of involving the community. The words "community 
involvement" have become familiar political rhetoric reflected in a 
range of government reports and recommendations in Australia. As a 
concept the effect of the philosophy of community education on 
educational practices in Queensland remains both weak and marginal. 
Matheson's address in 1984 to the Parent-School Consultants (a group 
no longer in existence through lack of funding) gave clear indication 
of this, when he gave as his key example of involving the community. 
Work Experience programmes (Matheson, 1984). A description of Work 
Experience programmes appears in Chapter 9 but briefly the community 
is used, as students go out of the school to work in shops, offices 
and factories. There is no evidence of the community being involved 
or participating in developing, theorising or running these 
programmes. 
The tacitly accepted institutional ideology concerning 
interactions between the community and the school is against changing 
the status quo in any meaningful way. Further, many who maintain a 
philosophy of involvement may be accused of being politically naive. 
They underestimate the dilemma involved in empowering individuals. 
For instance, if teachers were really serious about making the 
educational system clear to the parents and the community at large, 
they would also be prepared for criticism and conflict, be open to the 
possibility of accepting suggestions as to a better way of schooling. 
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and be prepared for change. Manifestly teachers are not ready for 
this, and attitudes are notoriously difficult to change (Sarnoff & 
Katz, 1954; Katz, Sarnoff & McClintock, 1956; Fitzgerald, 1976; 
Pettit, 1980; Johnson & Ransom, 1983). The accepted ideology ignores 
the role of power altogether, whether it be power conflict or power 
sharing. 
Putting aside the empowerment thesis, and the suggestion that the 
accepted rationale for involving the community is inadequate to 
explain or lead to an understanding of people's motivations, there are 
two fundamental assumptions arising out of the accepted rationale 
which need to be carefully scrutinised. First, there is the idea that 
the involvement of parents in support roles will increase the chances 
of their children in the accreditation race. Second, there is the 
claim that giving parents increased information about the school, and 
what it is doing, will lead to a more useful involvement (as defined 
by the institution) of the parent in the educational system. 
Ironically, parents often do not share these assumptions and are 
more pessimistic about them. Many parents feel that they know nothing 
about schooling and therefore feel that they cannot really help their 
children. Dolly and Page (1983b:512) found that parents were not keen 
to help their own children in school and they concluded that rural 
parents particularly look to schools as places where educated people 
make decisions about children. The idea that they do not have any 
part to play in the school process does not apply only to rural 
parents. Other parents feel that the school is doing more or less 
what is expected of it, and that therefore there is no reason for them 
to interact with the school (Botsman & Browne, 1977; Limerick, 1984). 
As Johnson and Ransom (1983:25) state: 
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Schools' successes in managing home/school relationships are 
still measured against the yardstick of having parents 'up' 
to the school, and as we saw earlier, the parents' presence 
at school is widely assumed to be the same as the parents' 
interest in the child's education. 
Their research highlights the fallacy of this argument. Parents 
of adolescent students generally do not feel that their presence at 
school in support roles is likely to increase their children's chances 
in the accreditation race. Nor do they feel that they need to have an 
intimate knowledge of the workings of a school to be able to offer 
advice. The success of the neighbourhood meetings in School A in this 
study is one clear indicator of this. 
THE PROCESS OF INVOLVING PARENTS 
If parents are to be involved in schools in a variety of ways, 
schools will need to be involved in a process of change. There are 
strongly held views as to whether the change process can be an 
evolutionary one or whether, of necessity, it needs to be a 
revolutionary one if any real change is to take place (Greiner, 
1967:119). There is some evidence to back up the view that teachers 
are reluctant (or even unprepared) to change (Campbell, 1975; Duncan & 
Peach, 1978; Fitzgerald, 1980; Pettit, 1981; Middleton, 1981b, 1982). 
Campbell (1975:64) placed his hopes on an evolutionary process: 
in the initial stages, the major decision-making will rest 
with the teachers in the school, but it is anticipated that, 
as confidences grow on both sides, parents and others will 
play an increasingly influential role, until something like 
a genuine partnership emerges. 
This view seems to correlate with that held by the Queensland 
Teachers' Union (Appendix Hi). Edgar (1979:5) suggested that this 
evolutionary process of change may be impossible as "people like the 
notions of 'participation' and 'people development' even of ' community 
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development' until it starts cross-cutting existing structures and 
power relationships." Elsewhere he wrote, "but touch the central 
nerves of finance, or teacher selection, or both the goals and means 
of curriculum design and the system crunches down" (Edgar, 1979:3). A 
fascinating example of this "crunching down" was reported in 
interviews at School B when the topic of co-operative evaluation was 
discussed (Appendix N). 
Edgar suggested that teachers and administrators prefer the 
devolution of power to go through formal structures because much of 
the power can then be dissipated. This is much the same argument as 
the one presented against representative democracy. It is interesting 
to note that many parents who are involved in schools express a wish 
to work at grassroots level rather than through formal structures, 
such as the P. & C , as they feel they are achieving more by working 
outside the formal structures. Clegg's distinction between 
task-centred and power-centred approaches further points to the 
complexity of an analysis of the origins of the change process. 
There is no doubt that in the last decade parents have 
increasingly become involved in Queensland schools in a variety of 
ways (Neilsen, 1981a; Robertson, 1984a) so that it could be pointed 
out that change of an evolutionary nature has been taking place. As 
Steinle (1979:6) optimistically argued, "social change is inevitable 
and incremental and people are to some extent capable of influencing 
its direction and impact." 
It is necessary then to consider what processes lead to the most 
effective changes within an organisation. Effective change, in this 
thesis, is defined as change where those involved feel that the 
process is a worthwhile activity and that something has been gained 
from being involved. 
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Greiner's Model of Successful Change 
Greiner (1967), in his seminal work on organisations and change, 
researched how a "successful" change differed from an "unsuccessful" 
one. In a study of change programmes, he looked for the existence of 
dominant patterns of similarities and differences. Greiner 
concentrates on four specific areas in researching change processes. 
These are the condition leading up to an attempted change, the manner 
in which the change is introduced, the critical blocks and/or 
facilitators encountered during the implementation and the more 
lasting results which appeared over a period of time (Greiner, 
1967:122). 
Eight major patterns in the process of change were identified. 
These suggested patterns have particular significance in this 
research, as Robertson (1984b) concluded that community involvement 
practices in individual schools in Queensland were idiosyncratic. 
Robertson argued that the practices (no distinction was made between 
programmes and processes) depended on the community in which the 
school was embedded. A central belief of this study is that it may be 
possible to identify not only situational factors (Robertson, 1984b) 
but also a pattern of processes where successful interactions exist. 
The programmes might be different but the processes would have 
fundamental similarities. 
The following summarises the eight major patterns of a successful 
change in an organisation as identified by Greiner (1967:122-123). 
(1) If an organisation is to embark on change external pressure on 
the organisation to change or low morale within the organisation 
exists. 
(2) A new person, categorised as a change agent, is introduced into 
the organisation. 
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(3) Past patterns and problems are re-examined by a small group of 
significant people. 
(4) The head of the organisation is involved, if not in a leadership 
role then in a supportive role. 
(5) More people in the organisation are co-opted to engage in fact 
finding and in suggesting solutions. 
(6) The change agent provides new ideas and suggests methods for 
solving problems. 
(7) The change process starts out on a small scale and there are 
early successes and so the scope of the change is gradually 
widened. 
(8) With each success the change spreads and is gradually absorbed 
permanently into the organisation's way of life. 
Where less successful changes were concerned Greiner isolated three 
significant features. These were that there were a variety of 
starting points from among the eight patterns listed above, there was 
no sequence of development and no shared approaches were used. 
Greiner's stages of change have had an enormous impact on 
organisational literature on change: a quick survey of current texts 
will confirm that it is still regarded as a classical and definitive 
model of the change process within an organisation (Filley, House & 
Kerr, 1976; Frost, Moore, Louis, Lundberg & Martin, 1985; Daft, 1986). 
While it relates generally to 'change' it is also used to specify 
conditions and processes of the introduction of major new programmes 
and projects within organisations ('change' in that sense). It may 
therefore provide a useful starting point for investigating the 
processes of the introduction of interactions between schools and 
non-teaching adults. 
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Suggested Model of Change in a Queensland School 
Greiner's key characteristics of a successful model of change can 
be translated into a model illustrating the expected process of the 
successful introduction of programmes involving parents in Queensland 
schools. The emphasis is placed not on the particular programme but 
rather on the processes that may be used to introduce the programme. 
Such a model is introduced not for confirmatory purposes, but to alert 
the researcher to the range of issues that may be important in 
processes of change within schools. There is every expectation that 
further research will modify or refine this model. 
It is suggested then that successful school-coimnunity projects 
will generally follow a process covering the following eight phases 
(Figure 3.1): 
Phase 1: Pressure exists relating to dissatisfaction with the school 
climate. This pressure may be endogenous or exogenous 
(Davies, 1975). 
Phase 2: A change agent talks to the staff and finds support from 
teachers. The change agent could be a person bringing back 
new ideas to the school through reading, studying or outside 
experiences. In the Queensland experience this role is 
often filled by a new principal, due to the hierarchical 
nature of the system. To some extent this also depends on 
the level of the change that is being attempted. School 
Advisory Councils need the principal as change agents while 
Volunteer Tutor Programmes may be initially inspired by a 
teacher. There is no available evidence in the Queensland 
system to indicate that a parent could fill this role, 
although there are examples of this in other States. It is 
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PHASE 1 
PHASE 2 
PHASE 3 
PHASE 4 
PHASE 5 
PHASE 6 
PHASES 7 
AND 8 
Pressure for Change 
due to dissatisfaction 
with school climate 
T 
Change Agent 
(usually the Principal) 
talks to staff and finds 
support from teacher(s) 
+ 
suggests to P. & C. 
that something should 
happen 
T 
T 
Action and Development Role 
leads to a commitment 
to action 
+ 
work towards enlarging the -
grassroots base of 
the project 
T 
Implementation 
and continuous evaluation 
of project is carried out 
I 
• environmental press 
• community claims 
• Department edicts 
• knowledge from 
schools elsewhere 
attempt to educate 
in some way 
Support Systems 
to put proposals to 
teachers and parents 
is set up 
- initially few key 
people involved 
; 
O p C U I I I U n l U p U o C l i S 
put forward 
+ 
action and resources 
decided upon 
- Principal involved, 
if not in a leader-
ship role then in a 
supportive role 
through: 
• education 
• clear role definition 
• participation 
• Principal (or Change 
Agent) stepping back 
new ideas and 
suggestions 
processed 
School Climate Improves 
iiUiii experiiiiciiidiiuii wiui 
new solutions and a widening 
process resulting from 
the Initial change project 
- small successes 
leading to change 
Figure 3.1: Heuristic model of the process of a project involving the 
community in a Queensland secondary school. 
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usual however for the P & C or a select group of parents 
to be consulted and it is suggested that some action should 
be taken. A "specialist" may be introduced to talk about 
the change. 
Phase 3: A group is set up, to put proposals to the staff and the 
parents. Initially there are a few key people involved. 
Phase 4: Specific proposals are put forward, action and resources are 
decided upon. It is important to note that it is not 
possible to introduce any changes in a Queensland school 
without the prior permission of the principal, therefore he 
or she must be involved, if not in a leadership role, then 
in a clearly supportive role. 
Phase 5: There is now a commitment to action and a working towards 
enlarging the grassroots base of the project by involving 
more people. This is done in a variety of ways. There may 
be further workshops or lectures to increase the 
participants' information. This is tied to a clearer role 
definition for those involved. The principal may withdraw 
from centre stage at this point. 
Phase 6: Implementation and continuous evaluation of the project and 
the processes occur. Suggestions as to how to solve other 
problems and various new ideas may be introduced. 
Phases 7 and 8: 
Experimentation with new solutions as an ongoing widening 
process to improve the school climate becomes an integral 
part of the institution. The belief that the success of an 
initial small project results in further widening associated 
changes is an important one. 
Duncan and Peach (1978), in their research into the process of change 
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in a high school, came up with factors very similar to Greiner's. 
They placed even greater emphasis on the input and role of the change 
agent and defined a change as "successful" if it was still working 
three years on. 
The model developed above acted as an initial guiding 
hypothesis in the design stages of the research reported in this 
thesis. Its utility will be evaluated in later stages of the 
dissertation. There are a number of issues implicit within it, 
however, which deserve further attention. 
Organisational Climate and the Role of the Change Agent 
Issues such as the organisational climate of the school and the 
role of the change agent need to be discussed in relation to community 
involvement. Deer (1980) researched organisational climate in 
secondary schools in New South Wales. In the second part of her 
study, the type of organisational climate was linked to the 
relationship between the school and the home and the school and the 
community. One of her findings was that "the schools with the more 
positively oriented organizational climate were shown to be more 
favourably disposed to the innovatory aspects of school-home and 
school-community relationships than those with the more negatively 
oriented organizational climate" (Deer, 1980:41). 
The school needs to be reasonably open before a process to 
implement some change can be introduced. Certainly it is easier for 
the principal to find parents willing to become involved in a new 
project if they have previously been made to feel welcome in the 
school. This is often the challenge facing a new principal when 
arriving in a closed school. Conventional wisdom argues that personal 
contact is extremely important in the process of involving parents at 
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any level in the school. There are few parents who, without prior 
positive experiences of a school, will offer to become involved in the 
school. This applies more particularly to innovative programmes. In 
this study many of those who became involved in such programmes had 
been involved in the tuckshop or had had close connections with the 
primary schools their children had attended. It also reflects the 
general parent attitude encouraged by many schools that parents do not 
have much to offer the school. One of those interviewed in this study 
put it succinctly when she commented on others perceptions of her 
involvement in a volunteer tutor programme: "The ones who know seem 
to think that it is rather clever of me. One friend keeps saying that 
she'd like to do it - but she never gets around to it ..." (Parent, 
School C). 
Duncan and Peach (1978) also emphasise how important it is that 
the person who initiates the change withdraws. This fits in well with 
the empowerment thesis and with Greiner's thesis on the sharing of 
power (Greiner, 1967:121). However, this withdrawal is complicated in 
Queensland schools, as the principal often represents a pivotal point 
of balance in power between the parents and the system. If the 
principal is transferred (which occurs with regularity) an innovation 
in the school may collapse without his protection. In two of the case 
studies discussed here the transfer of the principal has had 
interesting repercussions, and these will be explored in later 
chapters. 
The Socialisation of Parents or Community Members 
Wood's (1974) model (outlined in Chapter 1) concentrates on 
Greiner's fifth phase, that of engaging more people in the process. 
The model suggests that schools could cope with the change process of 
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involving parents by easing the parents into school activities through 
a well defined programme. 
To any teacher there is merit in this model, as by the end of 
this programme the parent should be institutionalised. However, such 
a programme runs the danger of socialising the parents into the 
ongoing practices of the school and thereby limiting the contribution 
of unbiased viewpoints that parents may have been able to offer. 
Coombs and Merritt (1977:173) stated that: 
To demand a highly informed public as a precondition thus 
dooms at the outset any substantial expansion of 
participation in educational policy-making. The question 
becomes one of developing new procedures that can 
simultaneously encourage greater participation and give 
participants the information and experience they need to 
participate effectively. 
Where decisions concerning their own children were concerned Edgar 
(1979:10) writes that parents trained or untrained "are better 
qualified to make choices for the education of their children than are 
professional educational bureaucrats." 
Ryan (1982) supports such a view when he discusses the 
recommendations put forward by the ACTU Conference, Education and the 
Eighties. The Trade Unions recommended that parents take very 
seriously their responsibility for their children's education: 
"Parents should have paid leave to attend to their children's 
education, to carry out the functions of school councils and to act as 
resource people in school curriculum." "These recommendations," 
writes Ryan (1982:38), "provide a heartening sign that the Australian 
working class may eventually commit itself to the practical 
demystification of bourgeois theories and practices of schooling." 
These views need to be taken seriously by teachers for 
three basic reasons. First, as will be argued in the sixth chapter, 
the historical tradition impacts on what happens in schools today. 
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Working class parents particularly have been excluded from the 
practices of schooling. Second, the nurturing community defines the 
community's commonly held perceptions of schooling. For the majority 
of working class parents, their negative view of schooling, based on 
their own sense of failure, is reinforced by their community. A third 
facet was implicit in a remark made by a parent in this study when 
commenting on involvement in a School Council: "most of the parents 
can organise flexi-time so that it is really a middle class thing I 
suppose." This is a clear indication to the middle class institution 
of schools that they need to be sensitive to the needs of working 
class parents. 
The Greiner-based process model (Figure 3.1) suggested in this 
study may equally lay itself open to the institutional socialisation 
charge. It is suggested in this model that ongoing informational 
programmes are an important part of the successful process 
(Figure 3.1, Phases 2 and 5). This reflects a basic dilemma in change 
insofar as without information or the knowledge of how things work it 
is virtually impossible for a parent to function effectively in the 
school environment. Encel (1982), in her article "A Parent in 
Frontierland", makes some central points about this issue as did 
Sallis (1982a, 18982b) during her visit to Australia. A parent, from 
this study, refers to this dilemma in more colourful language: "If 
the parent hasn't got the nous you're just becoming a nuisance to the 
staff and making them more harassed" (Parent, School C). 
The quotation that opens this chapter captures the view that, 
through their involvement in the school, parents' understanding of 
their own capacities and power over their own lives should develop if 
the school is to be truly seen as an educational institution. Whether 
the child benefits or not should not be the sole issue. Rather, the 
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teachers' motivation should be a general commitment to all those who 
belong to the community of the school, in the sense defined 
previously, as those who feel that they belong and need the school. 
In practice, schools accept the involvement of parents in some areas 
and yet reject it in others. 
The Diffusion of Change in a School 
One further issue needs to be raised concerning the process of 
change. Greiner has suggested that effective change starts in a small 
way and with each success the change spreads throughout the 
organisation. His model exemplifies the diffusion model prevalent in 
current organisational design literature and it was thus suggested 
that a similar process would occur in the introduction of change in 
Queensland schools (Figure 3.1, Phases 7 and 8). This model of 
widespread diffusion of innovation and change is clearly accepted, at 
a normative level, in the literature on organisational innovation and 
change and may act as a tacit objective for those involved in the 
processes. Indeed, they may experience feelings of frustration and 
failure if such diffusion does not occur. 
As this study progressed and there was little indication of 
diffusion occurring, the researcher was led to challenge this model 
and to regard Weick's work (1979, 1982, 1983, 1985) on viewing the 
organisation of school as a loosely coupled system as more applicable. 
In such a system one would not expect system-wide diffusion to occur 
due to the nature of loose coupling. "Administrators rely less on 
diffusion, contagion, and networks to spread information through the 
organization because they realize that relationships among people are 
unpredictable, weak, and intermittent" (Weick, 1982:675). This 
concept of community involvement processes being loosely coupled to 
the rest of the school processes, gives a clearer picture in answer to 
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the question, "What is going on here?" than does the diffusion 
concept. This point is addressed again in the final two chapters. 
SUMMARY 
This chapter has laid the theoretical groundwork for this study 
by addressing the two core issues, that of rationales and change 
processes as they directly relate to the proposed study. From this 
and the previous chapter the concept of personal empowerment has 
emerged as important to this research. Some of the related debates 
that have been discussed in these two chapters have raised important 
questions to be addressed, in part, by this study. These questions 
may be summarised as follows. 
To what extent is the proposition of empowerment supported by the 
comments of parents involved in school activities in Queensland 
schools? Are references by those interviewed to such factors as 
self-concept or personal development sufficiently dominant to require 
a re-examination of current rationales for involving the community in 
Queensland schools? 
How wide is the range of reasons given by parents for involvement 
in school processes? If it is markedly wide, should schools take 
cognizance of the fact that parents and the community may well be 
involved at the school at different levels for very different 
reasons - the majority of which may well be legitimate, if the 
school's function is to be seen as educational? How can such 
cognizance be made operational in the community involvement programmes 
and activities undertaken by schools? 
How important is the nurturing community in determining patterns 
of community involvement in schools, and how far should the nature of 
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the community be taken into consideration when planning involvement 
processes in a particular school? 
Finally what phases is a school likely to go through when 
involved in a change process towards deeper involvement by the 
community? Is the pattern one of system-wide diffusion of a 
homogeneous project, or does it affect a more atomistic, fragmentary 
set of programmes more typical of loosely coupled systems? 
The following chapter looks at the construction of a research 
methodology appropriate to gaining some insight into these questions. 
The emphasis on the individual acting in a social context and the 
importance of understanding rationales for interactions through the 
perceptions of those who are interacting, lead in the direction of 
symbolic interactionism and ethnomethodology. 
71 
CHAPTER 4 
WHAT IS GOING ON HERE? OR MUD PIE RESEARCH - IN SEARCH 
OF A METHODOLOGY AND A METHOD 
Researchers never simply hang around waiting for something 
to happen. They invariably and inevitably carry so much 
theoretical (and cultural) baggage inside their heads that 
what they look at, what they look for, and how they 
interpret what they "see" can never be totally impartial 
(Angus, 1986:71-72). 
INTRODUCTION 
Chapter 1 categorised the research in the area of community 
involvement in education as falling into one of three broad groupings. 
The first group covered those works designated as normative 
speculation on the nature of community involvement in education. Much 
of this work is exhortative in nature and accompanied by simplistic 
instructions for conducting community involvement programmes. The 
second group incorporated broad contextual studies on the conditions 
which surround such community involvement programmes. These studies 
focussed on situational factors and variables which facilitated or 
hindered these programmes. The third group contained ideographic 
cases and began the process of studying the participants and the 
processes involved in the implementation and evolution of these 
programmes. 
This study, which fits into the third group, adopts both a 
nomothetic and ideographic approach. It looks across a number of 
process instances in an attempt to identify common patterns of 
processes, rationales, problems and facilitating circumstances while 
simultaneously studying these cases in depth. The research method to 
be used therefore, sets out to capture an holistic view of the process 
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of community involvement, that is, to present a study of community 
involvement projects and the participants, while being systematic 
enough to make trans-case comparisons possible and useful. The 
challenge is to straddle the dominant research paradigms, which tend 
to focus on either the first approach of an holistic view 
(naturalistic or ethnographic studies) or the second approach of a 
systematic view (positivistic studies). 
This chapter outlines the methodology and the method. 
Methodology is the way of viewing the world that guides the 
researcher. It is the "I believe" that is hidden in "I see it" 
(Mason, 1974) or, as Weick (1979:135) puts it, "I'll see it when I 
believe it." Methodology is often taken for granted. The 
assumptions, or the "theoretical (and cultural) baggage" that lies 
below the surface are unstated and consequently unquestioned. Method 
refers to the processes used to conduct the research such as 
participant observation, experimental or statistical methods (Glaser & 
Strauss, 1967). The methodology in this thesis derives in part from a 
symbolic interactionist perspective which leads to a naturalistic, 
partly ethnomethodological approach. The actual research methods, in 
the form of strategies and techniques, considered to be most 
appropriate to the research problems central to this study, are 
reported. Through this process much of the "theoretical (and 
cultural) baggage" that is carried around by this researcher becomes 
clearer. 
A SYMBOLIC INTERACTIONIST PERSPECTIVE 
In this research project the phenomenon of school-community 
interactions in three different schools is studied and the processes 
through which interactions are introduced are investigated. The study 
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looks closely at how those who are involved perceive their 
involvement, that is, how they do the constructing, perceiving and 
interpreting of their involvement and consequent interactions. The 
processes and the perceptions of the participants, therefore, are all 
important. 
The symbolic interactionist perspective accepts that those under 
study have the ability to guide and direct their own activities. It 
takes the point of view that the source of human activity is to be 
found in ongoing units of social organisations, most commonly in 
social groups. The importance of symbols, languages and gestures in 
the formulation of social action are stressed. Yet it always returns 
to the point of view of the acting person. A cardinal feature of this 
perspective is the assximption that the interaction process is a 
potentially emergent event, an event that must be studied over time in 
natural settings or situations (Meltzer, Petras & Reynolds, 1977; 
Stryker, 1981). An understanding of this underlying theme of the 
proactive actor is essential for approaching the personal empowerment 
thesis proposed in this study. 
This emphasis on the proactive actor and the natural setting 
indicates a naturalist approach to research. As "the naturalist 
resists schemes or models which over-simplify the complexity of 
everyday life" (Denzin, 1971:168), ethnography is presented as "the 
pre-eminent if not exclusive social research method" (Hammersley & 
Atkinson, 1983:9). The relationship between naturalism and 
ethnography has symbiotic overtones. Reacting to positivism, 
ethnographers developed an alternative view of the proper nature of 
social research, often termed naturalism (Blumer, 1970; Denzin, 1971). 
This construction of an alternative paradigm was designed to protect 
ethnography and other qualitative techniques from the positivist 
critique (Hammersley & Atkinson, 1983:6, 10). 
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The distinctive focus of the ethnomethodological research is on 
the processes of social action. An adequate research design for a 
process study cannot be limited to a single technique or to the 
gathering of a single kind of data. "Even the sociologists of the 
Chicago school, often represented as thoroughly interactionist in 
outlook and arch-exponents of participant observation, employed both 
'case-study' and 'statistical' methods" (Hammersley & Atkinson, 
1983:9). 
By their very nature, process studies are both flexible and 
exploratory. Those who are involved in this type of research 
emphasise that broad questions need to be asked. Rapoport, as quoted 
in Mason (1975), demands of researchers that they ask questions such 
as, "What is going on here?" He suggests that too frequently 
researchers ask questions arising from what they can demonstrate about 
the relationship in a situation between certain variables that they 
had conceptually abstracted, and for which they had developed precise 
instruments of measurement. In doing this, these researchers 
straightjacket themselves and miss what could have been central 
findings. 
Blumer, a pioneer in this area, argued that the guiding maxim of 
this type of research should be to use any ethically allowable 
procedure, that offered a likely possibility of giving the researcher 
a clearer picture of what was going on in the area of social life 
under investigation. Thus it might involve any selection of, 
recording direct observations, interviewing people, listening to their 
conversations, securing life histories, using letters and diaries, 
consulting public records, arranging group discussions or making 
counts of some item, if that appeared to be worthwhile. Or, as Denzin 
(1971) wrote, the researcher may use any or all sociological methods, 
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whether these be secondary analyses of quantitative data, limited 
surveys, unobtrusive measures, participant observation, document 
analyses or life history constructions. 
Blumer's Research Process 
According to Blumer (1970), naturalism, which underlies 
ethnography, breaks research activity into six inter-related 
processes. He describes these processes as: the initial use of a 
series of images or prior pictures about events to be studied; the 
formulation of questions about these events and the conversion of 
these questions into problems; the determination of what data are to 
be gathered and the means to be employed in gathering this data; the 
ascertaining of the relationships between the gathered data within an 
evolving theoretical perspective (maybe through judicious reflection 
or a mechanical procedure such as factorial analysis or a scheme of 
computer correlation); the interpretation of the findings through 
relating them to an outside body of theory or to a set of conceptions 
that transcend the study; and the continuous scrutiny of the way in 
which concepts which play a central role are used. 
This study has been guided by Blumer's six inter-related 
processes. It is therefore naturalistic, reflexive and interactive, 
but certainly not unstructured. 
An essential task relates to specifying what data are necessary 
to answer the questions and problems raised and how to gain access to 
that information. Unlike prestructured research designs, the 
information gathered and the theories that emerge may be used to 
direct subsequent data collection. For instance, decisions concerning 
who should be interviewed are made in terms of emerging theory and 
previously gathered information. Such decisions relating to this 
study are discussed in the following chapter. 
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The use of Blumer's series of images or prior pictures may be 
open to criticism, particularly from phenomenologists. This study 
does propose such prior pictures. Edwards and Furlong (1978) comment 
on the dilemma facing researchers who are entering the field using a 
naturalistic approach. For a pure ethnographic approach the 
researcher attempts to record all events and actions as they happen. 
However they cannot avoid having preconceptions about which instances 
to highlight, even having used the phenomenological approach of 
bracketing. 
If the researcher then presents the results of his 
observation as pure description, he is conceding this 
selectivity. If, on the other hand, he presents his account 
as being closely guided by theory, then he risks being 
accused of choosing those events which support his point of 
view. Even the most richly detailed case studies are not a 
preliminary to theorising about them, because theory will 
already have determined what kinds of information are being 
recorded and what questions are asked about that information 
(Edwards & Furlong, 1978:58). 
In this study, the series of images or prior pictures could have 
been stated as contingent interactive propositions. However, in an 
attempt to prevent the loss of any rich or thick data, the preliminary 
theorising covered the process model of school-community interactions 
and those theoretical perspectives on justifications and rationales 
for interactions, which are outlined in Chapters 2 and 3. The process 
model of a project involving the community in a Queensland secondary 
school (see Figure 3.1) was the base on which the interview schedule 
(see Appendix J) was designed. The theoretical perspectives also 
reflect the "theoretical and cultural baggage" which affected the 
direction of the research. 
The Concept of the Natural Setting 
Research by those such as Glaser and Strauss (1967), Blumer 
(1970), Bronfenbrenner (1977, 1979), Brady (1978, 1979), Corrigan 
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(1979), Novick (1981), Wilcox (1982) and Boomer (in Brennan, 1986) 
emphasises the importance of the natural setting. A problem exists in 
defining what is meant by a natural setting. Bronfenbrenner argued 
that there are a series of systems, which may be defined as the macro, 
exo, meso and micro, that need to be looked at when studying a 
participant's natural setting. Brady (1978) similarly identified 
several inclusive communities, in terms of their proximity to the 
school, in his work on schools and their communities. Boomer (in 
Brennan, 1986) described such settings in which schools are embedded 
as the "cosmic egg". Figure 4.1 presents an heuristic model of 
settings influencing the processes and the participants in 
school-community interactions in Queensland. This model has been used 
to identify the areas where data need to be collected to understand 
the processes used, and the participants' perceptions of the processes 
and their own involvement. 
Bronfenbrenner's (1979) first concentric structure moves from the 
micro-system, which encompasses the immediate setting or place in which 
the participants engage in particular activities, in particular roles 
for particular periods of time, through to the macro-system, which is 
described as the overarching institutions of the culture or 
subculture, such as the economic, social, educational, legal and 
political systems, of which local micro-, meso- and exo-systems are 
the concrete manifestations. The importance of Bronfenbrenner's view 
of the natural setting is that it takes the analysis of settings 
further than do many of the researchers working in the 
ethnomethodological tradition. In an overuse of a strength of this 
tradition, they concentrate solely on how the individual experiences 
and makes sense of social interaction. 
Consequently, this approach is opposed to the sociological 
theories of Marx and Weber that concentrate on how such 
social structures as class and bureaucracy constrain 
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Figure 4.1: Heuristic model of settings influencing the 
processes and participants in school community 
interactions. 
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individual beliefs and behaviour ... . Community studies, 
then, should display a balance between empathetic 
understanding of individuals and situations through 
participation and an ability to relate these with, and 
explain them with reference to, the logic of the wider 
social system (Wild, 1981:51). 
The failure to place research in the broader context of the 
society concerns many sociologists. Sharp, when reviewing Ball's 
Beachside Comprehensive; A Case Study of Secondary Schooling, 
complains that consistency requires that such a book be placed in its 
socio-historical context, as it is both a product of, and an 
intervention in, history. In making a point concerning Ball's lack of 
discussion on methodological problems, she writes: "Our research is 
limited by the nature of the questions we pose about surface 
realities, by the theoretical paradigms that we bring to bear which 
orient our observations and sensitise us to relevant data" (Sharp, 
1981:281). Ball claims that his role is one of the neutral observer, 
without understanding that, in Sharp's words, apoliticism is itself a 
profoundly political stance. Taking the world as it is, and 
researching within the framework of the way the problems have been 
continuously defined over the last 30 years, is not without political 
consequence. 
Jackson (1981), in the same journal, makes a similar point, when 
he argues that Ball's central claim to novelty is that advantages 
enjoyed by middle class children tend to persist even when ability 
groups are abolished. This claim is meaningless where it fails to 
take cognizance of the wider social contexts (Bronfenbrenner's exo-
and macro-systems or Boomer's cosmic egg). The researcher's vision of 
society is as important as the vision her or his data may be 
supporting, because the data have been coloured (or contaminated?) by 
that vision. The reader then must have some knowledge of what that 
vision is, in order to understand the research. 
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Educational research has not always faced up to this criticism of 
failing to place findings in the broader context of the systems that 
define those findings (Taylor, 1987). This study has recognised that 
this is a real issue and has, therefore, placed the findings from the 
research into a wider systemic and historical context. 
A Plea to State Clearly What is being Done 
A further complaint, and one that relates particularly to process 
studies, is that researchers seem to have been far keener to do 
research than write about it. A general plea comes through from 
writers and other researchers in this area to document or state 
clearly what is being done during the research (Corrigan, 1979; 
Psathas, 1980; Connell, Ashenden, Kessler & Dowsett, 1981; Wild, 1981; 
Wilcox, 1982a, 1982b; Becker, 1983). Writings on research methods 
have appeared traditionally as appendices to a research report, but 
increasingly, emphasis is centrally placed on an account of 
methodological considerations and the research methods employed. In 
this study, the writer felt it was necessary to cover methodological 
and method considerations, and the actual research process, in 
separate chapters. The following chapter therefore describes the 
research process used for this study. 
Necessary personal background 
It has been acknowledged that in order to understand the research 
the reader must have some insight into the researcher's vision of 
society. Denzin (1971) has commented that sound, viable and exciting 
sociology begins with biographically troubling issues and culminates 
in an attempt to offer public answers to what was initially personal 
and private. In this case, the biographically troubling issue relates 
to why so many adults bother to become involved with schools when 
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there is no obvious reward for this involvement. In the history of 
Queensland schools neither the parents nor the community have had much 
impact on the schools, and no attention has been paid to what schools 
may have to offer this group in fulfilling their needs. 
Corrigan (1979) in discussing the background to his research on 
the Smash Street Kids goes further, and suggests that other 
researchers should do likewise. He clarifies exactly "where he was 
coming from" in the following way: At school as a working class boy 
he did not understand the unwritten rules which governed a whole range 
of social behaviours, at the London School of Economics he studied 
sociology and social administration and at Durham University he 
carried out research under Stan Cohen, one of the best British 
sociologists on deviance. 
Following Corrigan's format some reference to this researcher's 
background as a middle class female, with studies in social 
anthropology, psychology, sociology and philosophy of education in 
three different countries and an ongoing involvement with schools as a 
parent and teacher educator may be interesting and go some way to 
explaining why a particular problem is chosen and why certain research 
methods are more attractive. However, this background would not be 
convincing as the justification for the use of those research methods. 
As Connell (1986) states, "the question is always whether the method 
is apt to the problem." In this case the problem demands that the 
subjective views of the actors or participants are central and that 
methods most amenable to process studies be used. Not only must the 
method be apt, but so too must the linguistic framework in which the 
research is embedded. 
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Language Used - Natural or Formal 
According to Smithson (1977), qualitative research relies on 
natural human language for its vocabulary and syntax. Quantitative 
research is embedded in a quasi-mathematical linguistic framework 
referred to as formal language. The differences between the two are 
fairly formidable. For instance, in natural language a single symbol 
may carry many meanings while in formal language each single symbol 
carries only one meaning. This leads to the oft declared erroneous 
statement that mathematics, and consequently statistics, is a 
context-free language. Natural language, on the other hand, needs 
reference to a stock of social knowledge, or a non-linguistic set of 
cues, therefore it is content laden and context dependent. The total 
range of semantic referents in formal languages is much more limited 
than is the case for natural languages. 
These are some of the differences that Smithson enumerates, along 
with the argument that natural language presents a more true to life 
version of social reality than description in formal language. It is 
possible to say more and develop a richer or thicker description using 
natural language. However the very fact that natural language is more 
flexible and complex is a hindrance when it comes to dealing with 
intricate logical structures or semantic precision. So, again, it has 
to be a case of the language that is most apt for the particular 
research. 
Although the data from the interviews were systematised with the 
use of content analysis, and therefore incline towards formal 
language, the linguistic register is that of natural language, with an 
acceptance that this language is both content laden and context 
dependent. Throughout the study effort is made to describe the 
content and the context. 
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STRATEGIES 
Within the methodological framework outlined above, particular 
strategies have' been adopted for gathering the necessary data. 
Figure 4.1 determined the data that needed to be gathered. The means 
to be employed in gathering these data then needed to be ascertained. 
Data Collection 
One of the problems with process research lies in the limitless 
amount of data that may be collected. There is a temptation to go on 
and on collecting data, in an attempt to try to know everything that 
there is to know about the area. Limits need to be established, 
otherwise emergent issues, that are inherently interesting in and of 
themselves, may dictate the direction of the data collection. The 
danger from this is that the integrity of the basic research may 
easily be lost amid the welter of intriguing but peripheral issues 
(Smith & Pohland, 1976). The advice from Glaser and Strauss (1967) is 
simple: terminate data collection when one is reasonably sure that 
the major insights have been extracted. 
The specific nature of generating grounded theory does mean that 
it requires a different time sequence to other research studies. Once 
some data have been collected there is a need for a respite for 
reflection and analysis before returning to collect further data. The 
relationship between the gathered data and the evolving theoretical 
perspective must be continually reviewed (Blumer, 1970). Denzin 
(1970) gave further advice on this point. The researcher learns more 
and more about the problem and at the point where little new knowledge 
is forthcoming, the act of inspection begins. The major analytic 
concepts and elements relevant to the problem are located, and ways in 
which these elements inter-relate in an explanatory or theoretical 
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system are explored. All points of view and all data are admitted 
until an explanation that can stand up under all the data and can 
explain all negative cases is forged. Unless such an explanation is 
developed, according to Denzin, the scientific act is incomplete. 
In this study, structured interview schedules were used to guide 
the overall direction of the interviews, but the structured interviews 
also ranged over many unanticipated areas. They were not necessarily 
conducted in close temporal contiguity. The procedure was more one of 
interviewing, reflecting, interviewing another, reflecting and so on. 
Neither were the interviews a closed system, as interactions occurred 
with all those interviewed on at least two occasions, and often on 
many occasions. 
Historical data 
As has already been discussed, the importance of historical data 
has not been overlooked. For this reason the sixth chapter describes 
the situation from an historical point of view. Where the individual 
schools are concerned, their historical development has also been 
incorporated in Chapter 7. Material for these chapters came from a 
wide variety of sources. These included the schools themselves, the 
Queensland Education Department's archives and other writings in the 
area, such as departmental papers and P & C reports, much of which is 
unpublished. 
The idea of collecting historical data and Bronfenbrenner's 
suggestions as to the inclusion of material from wider systems 
overlap. Wolcott's (1982) research, for instance, was based on his 
fieldnotes, the protocols of his participant observations and his 
interviews with informants, including the key informant who was the 
Principal. He then mapped and photographed the school and the 
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neighbourhood and included enumerative, census and background data 
relating to the school. Some material of this kind is included, 
particularly data, historical and otherwise, concerning the 
three schools and their environments. As the schools are situated in 
different areas, this material is appropriate in considering the 
trans-case comparisons. 
Case studies 
The strategy of using case studies for comparative purposes is 
adopted. Case studies have increasingly been accepted and used as a 
relevant approach to research in sociology. Sociologists such as 
Hargreaves (1967), Stake (1974), Willis (1977), Corrigan (1979), 
Delamont (1980) and Ball (1981) have all used this approach with 
varying degrees of success. This study uses the case study approach 
at two distinct levels. 
The first is at an ideographic level, that is a case study of a 
single institution and the patterns of the community-school 
interaction processes in that institution. The individual cases that 
contribute to the case study are carefully selected. Representative 
cases are chosen by knowledgeable individuals to cover the views of 
those centrally involved in the processes. "Negative cases", chosen 
because they are known to clearly refute an emerging theory or 
proposition are also included. Blumer (1970) reasoned that the 
researcher should seek out participants who are well informed about 
that sphere of life. One such person, he claimed, was worth 
one hundred others who are merely unobservant participants. They 
would do more to lift the veil covering that sphere of life than any 
other device of which he was aware. This is the argument for looking 
at relatively few cases rather than carrying out a broad based survey 
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where random sampling is used. The cases are carefully chosen as 
representative and decisions are made about who to interview, in terms 
of emerging theory and previously gathered information. Cases are 
deliberately not chosen randomly but rather are systematically 
identified. In this study, the process was to work initially through 
the Principal, choosing those whom the Principals saw as significant 
cases, and then to broaden the choices as the data dictated in each 
school. 
The second case study approach is at a nomothetic level. The 
case studies are carried out in three different schools. This made it 
possible to look across the cases to see if any patterns were 
emerging. 
Adelman, Jenkins and Keramis (1976:140) defined the case study 
method as "an umbrella term for a family of research methods having in 
common the decision to focus an inquiry round an instance." Case 
studies should not be equated with observational studies, participant 
or otherwise, as this would rule out the historical angle. They are 
not simply pre-experimental as they may be significant in their own 
right and case study is not the name for a standard package as the 
methodology tends to be eclectic. Case study research always involves 
the study of an instance in action (Adelman, Jenkins & Kemmis, 1976). 
The instances in action in this particular study are the processes of 
school-community interactions. 
Negative evidence 
The collecting of negative evidence, especially where this 
reflects on the educational institution, is problematic (Robertson, 
1984b). However negative evidence is an important step in refining 
and testing theory. Becker, Geer, Hughes and Strauss (1961), in their 
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work on Boys in White for instance, suggested that the researcher 
makes provisional generalisations, and then subsequently alters these 
as a result of studying negative cases. Negative cases are found 
through the researcher's intimate knowledge of the setting. Martin 
(1979) developed a similar concept in her work on counter-predictive 
outcomes. 
In this study, negative evidence has been collected in the form 
of negative cases or interviews with participants who were known to be 
opposed to school-community interactions at a significant level. 
However, only those who were knowledgeable concerning these 
interactions were interviewed. This was part of a strategy of 
triangulation. Evidence was collected from as many different sources 
as possible to throw more light on the instance in process under 
study. 
Triangulation 
There is no one set of procedures to accomplish triangulation, 
but the guiding principle is to utilise a multiple observational 
approach to obtain as many different accounts as possible of the same 
situation or event. "Respondent validation represents one kind of 
triangulation. What it amounts to is checking inferences drawn from 
one set of data sources by collecting data from others" (Hammersley 5c 
Atkinson, 1983:198). 
The use of respondent validation in this study arose out of the 
view that different accounts, either written or spoken, are going to 
depend on the perceptions of the person writing, being interviewed or 
observed. Differing accounts arise from the subjective selection of 
particular information which is meaningful to that person, within-the 
constraints of their conceptual understanding of a situation. As it 
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was the process of school-community interactions and the rationales 
for involvement that were central to this study, parents and teachers 
were given broadly the same interview (Appendix J). Both groups were 
asked why they were involved and why they thought that other parents 
and teachers were involved, and both were asked to describe the 
process of school-community interactions. Interview schedules were 
also returned to the participants to allow them to validate their own 
responses at a later date. 
The strategy of respondent validation also looks towards an 
empirical attempt to gain some sort of intersubjective agreement as to 
what is going on. This study relies on interviewing participants 
about school-community interactions and obtaining as many written 
reports as possible on these interactions. It is inevitable that 
contradictions will appear as the triangulated data sources are 
combined. In part, this arises because of the low credibility of some 
of the sources. For instance, talks given by principals on speech 
nights and the rhetoric of public documents, such as school handbooks, 
are prime cases of low credibility material. The researcher, 
therefore, needs to be familiar with all the data sources in order to 
judge which ones to treat as negative cases, which ones as 
representative cases and which ones with extreme caution (Denzin, 
1971). 
Grounded Theory 
"In ethnography the analysis of data is not a distinct stage of 
the research. It begins in the pre-fieldwork phase, in the 
formulation and clarification of research problems, and continues into 
the process of writing up" (Hammersley & Atkinson, 1983:174)-. The 
theory is therefore grounded in the data. The researcher aims to 
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construct a theory that rings true at both levels - it is 
sociologically sound and it is meaningful to the participants. 
Corrigan enunciated this aim in the following way: 
Whether sociology is a science, a craft or a philosophy, it 
is nothing if it fails to discuss the experienced problems 
of ordinary people; and it is nothing if it fails to do this 
in a way which people can understand (Corrigan, 1979:16). 
This grounding of theory in the data and in the beliefs and 
perceptions of the participants is central to an ethnomethodological 
approach. At the start of such research, the researcher would not 
know the full range of theoretically relevant concepts. Therefore, 
given the choice of an overabundance of data containing much chaff but 
a potentially dense data base, and a choice of little chaff but a 
potentially thin data base and a resulting thin theory, the researcher 
would opt for the former. The collection of the data is guided by the 
developing theory as the analysis of the data feeds back into the 
research design (Hammersley & Atkinson, 1983). In this study, for 
instance, as it became evident how crucial the role of the principal 
was, more questions were asked concerning his role. There is a 
dialectical link between the theory building and the data collection, 
and this is the core concept in "grounded theorizing" (Glaser & 
Strauss, 1967). 
TECHNIQUES 
Within the boundaries established by the perspective adopted and 
the methodology and strategies decided upon there are a number of 
techniques which could be used. The key technique for this study is 
the in-depth interview, based on a structured interview schedule 
(Appendix J) to enable trans-case comparisons. 
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Structured Interviewing 
Debate exists between those who claim that participant 
observation is far more effective than interviewing and those who are 
proponents of interviewing. This debate has been accentuated by 
researchers such as Howard Becker and Martin Trow. Becker supported 
an early statement of his made with Geer in 1957 that data gathered by 
participant observation gave more information about the event under 
study than data gathered by any other sociological method. Trow 
insisted that the usefulness of the interview is that information can 
be obtained which people might not come forward with in the 
constraints of the real life situation (Mason, 1974). The latter 
argument was found to be more persuasive in a context in which 
deep-seated phenomena such as personal empowerment are explored. 
The possible distortions and biases on the part of the 
participant must be taken into account by the interviewer. These may 
include the participants giving the response that they feel is 
expected of them. This is not always due to a desire to please the 
researcher but may be because it is the only answer the participant 
feels competent to give, having never thought about the question 
before. An awareness of the distortions and biases, subconsciously 
built up by a researcher as a result of the kind, or nature, of the 
questions asked, must also be borne in mind. The ethnomethodological 
approach requires that researchers continually check for their own 
biases, while adopting an "inside outside" view. 
An experienced interviewer is aware of these problems and builds 
various checking techniques into the interview process. One of these 
is respondent self-validation. This involves the writing up of the 
interview and returning it to the participant, to discover both 
whether the interviewer has captured perceptions accurately, and to 
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ask the participant whether that was what she/he really wanted to say. 
Another is to discuss with the participants at the end of the 
interview, or at a later date, the biases they perceive in the 
researcher. 
The interview schedule needs to remain responsive to those being 
interviewed. One of the recurring problems faced early in the 
research was the impossibility of imposing time constraints on the 
participants, if they did not impose it on themselves after being 
initially informed that the interview would take one and a half hours. 
Conditions surrounding the interview therefore need to be flexibly 
applied, although it is important to remain within the broad 
categories set out, so as to protect the trans-case comparisons. 
Mason (1974) pointed out that too often questions are drawn up 
before entry into the field. If the questions drawn up are 
unimportant then the answers are likewise unlikely to be of any 
significance. In an attempt to ensure that the important questions 
were asked, this researcher had been involved as a participant 
observer in numerous school-community interactions. Descriptions of 
these would be too cumbersome, but they include: failed attempts at 
instigating school-community interactions; successful attempts at 
promoting school-community interactions; involvement with parents from 
all over Queensland in discussions and workshops relating to their 
concerns in promoting school-community interactions; discussions at 
regional level on these issues; participant observation at workshops 
at particular schools to promote school-community interactions; 
discussions with principals and teachers on the issue and the 
trialling of a pilot study on twelve primary school teachers involved 
in masters' studies in education at the University of Queensland 
(Limerick, 1982). 
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The interview schedule (Appendix J) was based on this background 
knowledge in addition to the literature search in the area. 
Participant and Non-participant Observation 
Observation of a participant and a non-participant kind is an 
ongoing feature of this research. Mason (1974) states that the 
purpose of participant observation is to reduce the outsider's 
distortion to the minimum. Not only does the researcher need to be 
clearly aware of what is going on, but also needs to be able to stand 
back and scientifically render the world understandable to others. 
An involvement in school-community relationships at many levels, 
and a continuing professional relationship with each of the 
three schools as a teacher educator, means that background observation 
of a participant and non-participant kind has been an ongoing feature 
of this study. No attempt has been made to systematise these 
background observations through such traditional ethnomethodological 
techniques as observational notebooks. Rather, what was sought was a 
continuing, ongoing engagement with the schools under study. 
MONITORING AND ANALYSING THE RESEARCH PROCESS 
The research process must be continually monitored and analysed. 
The reliability of the data and its possible verification need to be 
borne in mind. These terms are usually assumed to be positivist but 
there is no justification for ignoring such terms in qualitative 
research. If research results are meaningful only to those intimately 
involved in the instance of the study the research would be 
meaningless to the outside world. 
In 1966 Smith coined the term "mud pie" research to describe the 
research undertaken, not within the confines of the controllable, and 
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usually artificial, laboratory but rather, in the real world of 
schools. He was describing field research or research with indistinct 
boundaries and hard to define criteria (Tuckman, 1972). Some 
educational researchers are loathe to admit that they cannot control 
the variables, but in research such as this study no attempt has been 
made to control variables. 
Acceptance of the concept of "mud pie" research does not minimise 
the responsibility on the part of the researcher to strive for 
reliability and the possibility of verification. Attempts to do this 
come through the search for discordant or negative information and the 
use of triangulated observations. 
The question of how to emerge from the field with sociologically 
reliable observations, that somehow can be rendered theoretically 
understandable, is one that has to be continually addressed. Miles and 
Huberman (1984:28) offered a list of twelve verification tactics and 
concluded by saying "we also urge that qualitative researchers use 
some regular log or diary that tracks what was actually done during 
the operations of data reduction, display, conclusion-drawing, and 
verification." This suggestion is followed when reducing the mass of 
data from the structured interviews to meaningful material. The 
process is described in the following chapter. 
The Reflexive Nature of Social Research 
Finally, a brief point may be made about the reflexive nature of 
social research. An acceptance of this concept is to understand that 
the researcher is part of the social world studied. This is not to 
negate attempts at bracketing, or the setting up of some systematic 
though flexible research pattern, but rather to take the effect of the 
research on the researched as a given and work within those 
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constraints. Ethnomethodology, deriving from naturalism in 
particular, is consistent with the phenomenological approach to 
subjectivity. It takes seriously the persistent fact of the reflexive 
relationship between the researcher, the knowing-subject, and the 
researched, the subject-known (Psathas, 1980). 
SUMMARY 
The key problem facing the development of a research method for 
this study is that the research lies at the interface of processes, 
personal perceptions and the relationship between the two. The study 
proposes to investigate the processes involved in setting up 
school-community projects, and the reasons why people become involved. 
An holistic field study is therefore needed. However, it would be too 
simple to claim that this is a strictly ethnomethodological study as, 
following Blumer, the boundaries of the study are too clearly 
specified. The whole school is not under study, only that small 
segment which falls into the area of adult school-community 
interactions. A line of investigation is drawn, following the 
connections of participants in school-community interactions to the 
wider context in which the processes took place (refer to Figure 4.1). 
Blumer's research process is used as a guide, but the study is 
informed and enriched by views of writers such as Spicer (1976) who 
argues that ethnographic research is emic, holistic, historical and 
comparative. It is emic in that data are gathered directly from the 
people who are centrally involved. It is holistic, as events need to 
be placed in the context of the total experience under study. It is 
historical in that the history of any event is seen to be an essential 
part of understanding the present experience. Finally it is 
95 
comparative in that it emphasises the importance of comparing a number 
of events that go to make up an experience. This study covered these 
areas but with a more rigorous application of structure and clearer 
boundaries than an ethnomethodologist might find acceptable. The 
structured interview schedule designed for this research and based 
partially on Greiner's model of change is the clearest example of 
this. 
This chapter has outlined the methodological approach, that of a 
symbolic interactionist perspective and informed by ethnomethodology. 
It has also described the research methods to be used, based on a case 
study approach and the structured interview schedule. The following 
chapter provides a detailed account of the process of the research 
study built on the concepts developed in this chapter. 
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CHAPTER 5 
SETTING UP THE RESEARCH 
Anything anyone wants to do that has no clear problem, 
no methodology, and no theory is likely to be called 
'ethnography' around here (comment made by a State 
Department of Education official quoted in Spindler, 
1982:1). 
INTRODUCTION 
The previous chapter explored research approaches suitable for 
investigating the focal problems defined in this thesis with regard to 
the processes of, and rationales for, school-community interactions. 
This was done partly in response to the criticisms, such as that 
expressed in the opening quote, so often raised over qualitative 
research. 
Connell, Ashenden, Kessler and Dowsett (1982:29), in using a 
similar research approach, described how, as a group of researchers, 
they reacted strongly to the "desiccated methods" so often used by 
social researchers. They commented that "very often, researchers had 
never even laid eyes on the people being researched." This view was 
reflected in the framework used here. Parents and other non-teaching 
adults are seldom seen as individuals in school research. Their 
opinions and perceptions are not recognised as significant areas for 
investigation. The problem of course is, that to lay eyes on the 
people being researched by collecting data through individual 
interviews, is not only extremely time consuming but also presents a 
data configuration which is notoriously difficult to work with 
(Connell, Ashenden, Kessler & Dowsett, 1982). 
The belief, embedded in symbolic interactionism, that talking 
individually to teachers and parents was the only way to find out what 
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they really felt about any issue, overcame the initial feelings of 
trepidation felt by this researcher. Meltzer, Petras and Reynolds 
(1977:96) supported this view in their statement that these 
techniques, "while admittedly most difficult to describe in a 
systematic fashion ... will ultimately provide a far more realistic 
picture of human conduct." The data that were collected proved to be 
so rich that the method used supported fully the methodology chosen. 
This chapter describes the process of setting up the research, 
collecting data and carrying out the interviews. It also comments on 
some of the problems associated with this type of research, 
particularly in the analyses of data. 
THE SAMPLE 
Choice of Schools 
An early decision had to be made whether to concentrate on 
one school or to talk to parents and teachers in a range of schools. 
Discussions were held with the Regional Director in Brisbane West as 
to the availability and suitability of various schools. 
There are sixteen secondary schools in the Brisbane West region 
and the initial proposal was to work in half of these. This meant 
working in four schools in the Brisbane area and four schools in the 
Ipswich area. Differences and similarities between schools in rural 
and urban areas as well as schools in different socio-economic classes 
could then be investigated. 
The schools were chosen by the Regional Director in consultation 
with his inspectors, on the basis that these schools had exhibited a 
high level of community involvement, as defined by that group. It was 
decided not to attempt to work in a school where there was a 
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conspicuously low level of involvement, as Robertson's (1984b) work 
had highlighted the difficulties in working in such a setting. There 
were very real questions as to whether anything useful could be gained 
in the period to be spent in each school if the climate was hostile. 
Over a period of three years, 1984 to 1986, work was carried out 
in three carefully selected schools in the Brisbane area. The 
Principal in the fourth school in this area refused to allow his 
school to participate. This refusal is discussed later. A Data Bank 
on Parent-Community Involvement in Schools was completed by the 
principals of these three schools before the project started. 
Appendix K provides details of this data bank, the results from the 
schools and an analysis of these results. The profile on each school 
confirmed for the researcher that, at least on paper, non-teaching 
adults were involved in these schools in a variety of ways, albeit at 
different levels. In the end, the data coming from the first 
three schools were so rich, and the method so time-consuming, that it 
was decided halfway through the study to limit the research to these 
three schools. There seemed to be little to be gained from an 
extension of the study to the Ipswich area. 
The three schools, while all situated in the Brisbane area, 
reflected very different communities. These communities are described 
in detail in each case study in the following chapter. This follows 
the model suggested in the previous chapter of putting the research, 
in this case the school-community interactions, into their social 
contexts. Figure 5.1 illustrates the ideographic and nomothetic 
approach taken to the research in the way in which school-community 
interactions in the three schools were researched. 
Besides the key structured interviews, material was collected 
from a variety of sources. In each school, school-community projects. 
9f 
Key 
1. Parent-teacher interactions: the processes of and rationales 
for. 
2. School-community projects. 
3. The principal's beliefs setting up the organisational climate of 
the school. 
4. The school and its community: history, demographic make-up and 
socio-economic features. 
Figure 5.1: School-community interactions in their socio-cultural 
contexts. 
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the principal's beliefs and the school's socio-economic setting were 
researched. This involved becoming familiar with the school and the 
area, looking at the history of the school, attending meetings when 
invited, collecting information on particular programmes involving the 
community and talking informally with both parents and teachers on 
numerous occasions about their school-community interactions. These 
ongoing observations made it possible to present an holistic picture 
of the school-community interactions in which the processes were 
occurring. 
Obtaining Permission to carry out the Research 
Prior to carrying out research in Queensland schools, permission 
needs to be sought from the Research Division of the Queensland 
Department of Education. Appendix L includes copies of this material. 
The departmental memorandum to principals stated that "it should be 
noted, however, that although approval has been granted by the 
Department, your school is under no obligation to participate in the 
•study." As Connell, Ashenden, Kessler and Dowsett (1982:213) pointed 
out, "though it often doesn't appear so from the published reports, 
research of this kind is utterly dependent on the goodwill and active 
help of teachers." This point was brought home forcibly when the 
Principal of the fourth school approached refused permission for the 
school to participate in this study. This is the only school where 
the researcher was not already known personally to the principal, 
through other contacts with the school. 
In all cases, the first approach was made to the principal. The 
study and what it would require from the school was explained and 
discussed. In School A the Principal had already seen a draft copy of 
the structured interview schedule and made useful suggestions as to 
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its development. Each principal then discussed the study with his 
P & C and the teachers. In the fourth school the Principal did not 
discuss the request with the parents or teachers, and declined to meet 
the researcher. The matter of the position of the researcher will be 
returned to later in this chapter. 
Collection of Data 
Data were collected throughout the period of the study at the 
various levels illustrated in Figure 5.1. In 1984 the emphasis lay on 
getting to know the schools, their areas, the principals and some 
staff members. Formal interviewing in School A began in October 1984 
and was completed in November 1985. Interviews in School B took 
place between April and October 1985 and in School C from July to 
November 1985. In July and August 1986 the three schools were 
revisited and informal discussions took place with many of those who 
had been interviewed previously, both parents and teachers. 
The Socio-economic Context of the School and its Community 
The processes of, and rationales for, school-community 
interactions are the focus for this study, so that greater attention 
was paid to the more immediate socio-economic context of each school. 
These data are reported in Chapter 7 and came from various sources 
such as Brisbane: A Social Atlas (Division of National Mapping and 
the Australian Bureau of Statistics, 1984) and the Australian Bureau 
of Statistics (ABS) (1986) Census of Population and Housing Data. 
These quantitative statistics were balanced by driving around each 
locality, shopping there, interviewing parents at their homes and 
discussing informally with both teachers and parents their views on 
the area. Information booklets produced by the schools were used, as 
were local newspaper articles. A teacher in School B appended to his 
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structured interview schedule some very pithy remarks on his school 
population, and a parent in School C carried out a mini-survey on her 
immediate locality to back up a point she had been making and sent 
this survey to the researcher. His analysis and her survey are 
reproduced in Appendix M as they highlight some interesting aspects of 
each school's community. Although emphasis was placed on the 
immediate socio-economic context, the wider historical and political 
administrative context was also researched. 
Principal's beliefs 
Data for the principals' views came initially from the 
interviews. The views expressed by the principals were triangulated 
against the school philosophy expounded in school handbooks and 
newsletters. Teachers' and parents' views on the principals' beliefs 
concerning school-community interactions were taken into 
consideration. Written documentation from School Advisory Council 
(SAC) meetings in School A and School B were perused, and finally each 
principal's interactions with community members and parents were 
observed during visits to the schools. 
School-Community Projects 
Again data came from numerous sources. Initially the material 
came from the interviews. In School A, the researcher had already 
attended, as a facilitator, two planning meetings relating to how the 
community saw their involvement in the school. Here the Principal 
also spoke about his philosophy concerning the community. In 
School B, time was spent watching the volunteer tutor project in 
operation and talking informally to those involved. In School C, Book 
Scheme meetings were observed. A video was available on the SAC in 
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School B, and one of the teachers in School A has written and spoken 
extensively about what that school was trying to achieve with their 
community. Notes taken by parents at the Neighbourhood Meetings were 
also studied, as was the documentation relating to the SACs, 
particularly in School A. Finally there were ongoing informal talks 
about the projects with both parents and teachers. 
Processes and Rationales 
Data to illustrate the processes of school-community projects and 
the rationales for involvement came from the structured interview 
schedules. These in-depth interviews were seen to be central to the 
research study and so the structured interview schedule is dealt with 
in detail in this chapter. 
There were no set time parameters placed around collecting data 
in the three schools, or around when each level of data was collected. 
Reflection on the data collected was an integral part of the research 
process. When it became obvious how important the principals' views 
were, a deliberate attempt was made to remain sensitive to any 
comments concerning each principal and his views, and to steer 
conversations in that direction to check personal perceptions. As it 
became clear that an involvement-participation continuum had little 
explanatory value where the projects studied were concerned, time and 
reflection were expended on trying to understand what was happening 
within projects such as the Book Scheme. As the model on levels of 
interaction (Figure 2.2) began to take shape questions were asked to 
check the usefulness of such a model. 
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Selection of Teachers and Parents 
The initial sample chosen for formal interviews consisted of 
ten participants, divided equally between teachers and parents in each 
of the eight schools. In the end, in-depth interviews with 
31 participants were carried out in the three schools. As Kessler, 
Ashenden, Connell and Dowsett (1985:36) stated, collecting data in 
this way "is a very time-consuming and labour intensive process: but 
[we] argue that some such step is necessary if researchers are to 
understand the relation between the individual practice and social 
structure in more than summary or schematic ways." 
It took that group of four researchers two years to produce 
43 case studies, consisting of a cluster of three or four interviews, 
by which stage they had exhausted both funds and time. Johnson and 
Ransom (1983:131) faced a similar problem. They stated that the first 
constraint on their selection of parents was one of numbers. They 
eventually decided that "the maximum each of the three researchers 
could achieve would be forty interviews." 
For this study a total of 31 formal, in-depth interviews was 
conducted on a systematically selected sample of representative cases, 
over a period of three years. As these interviews progressed it 
became clear that this method was eliciting very rich data indeed, and 
that diminishing returns were being achieved in terms of further 
insights. At this stage the advice of Glaser and Strauss (1967) came 
to the fore. That advice is to terminate data collection, when one is 
reasonably sure that the major insights have been extracted. 
Various techniques were used to meet the requirements of using a 
small sample as compared to techniques used in sample surveys. The 
sample was not a random sample but rather a purposive sample, that 
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attempted to locate people in quite specific arenas as described 
below. 
The initial step was to interview the principal, to gain a feel 
for the climate of opinion as it pertained to the involvement of 
parents and the community in that school. The central importance of 
this climate was not fully appreciated until further on into the 
study. Discussion was entered into as to the most appropriate 
teachers to interview. Stress was laid on the idea that they should 
be people who would be generally accepted as representing a body of 
opinion and not idiosyncratic viewpoints. One of these teachers was 
to be a negative case. This teacher, also to be representing a body 
of opinion among the teachers, was to be aware of the conceptual 
foundations of the school-community movement and be opposed to the 
involvement of the community on educational grounds. 
The negative cases were the most difficult to organise. Even 
after careful selection as participants with informed negative views, 
the problem arose that people are not necessarily consistent in the 
philosophies they espouse. A teacher in School A firmly stated that 
there was only a limited service role for parents in secondary 
schools, and that they should "know their place". She then surprised 
the researcher by commenting, towards the end of the interview, that 
in a better class suburb the parents had a great deal to offer the 
school in the way of advice. 
In two of the three schools, the principals took an inordinate 
amount of care over their selection of representative teachers, and in 
all cases these interviews were extremely interesting and 
enlightening. The teachers went out of their way to be helpful, and 
one of the negative cases went so far as to send background 
information, in the form of minutes of significant meetings, to 
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illustrate her points. Other teachers sent information on programmes 
in which they were involved, or requested information from the 
researcher. All were interested in the study and were keen to be kept 
informed of the findings. This became a problem as the information 
was confidential and therefore could not be fed back to the individual 
schools without breaking confidentiality. 
In the third school the Principal did not discuss the study in 
any detail with his staff but merely informed various younger members 
that they would be contacted to arrange an interview time. This 
approach resulted in an extremely difficult and somewhat 
unsatisfactory interview with one member of staff. This teacher 
however did suggest that another older member of staff would be of 
"far more use". His advice was followed and this interview was more 
enlightening and replaced another teacher, mentioned below, who did 
not participate in a formal interview. The negative case interview 
with a further member of staff in this school was just that, negative. 
This interview was the shortest of all the interviews conducted, as it 
was barely half an hour. Beyond "sighting examination papers and 
policing school dances", this older teacher had no idea how parents 
could be involved and saw little point in discussing the issue as he 
was a mathematics teacher and parents "know nothing about maths 
anyway." 
The negative cases in School A and School B, however, were 
dedicated teachers who felt that they could not do their job, as they 
defined it, with parents around. They had also thought about the 
issues carefully and deeply and were keen to discuss their views. 
A senior member of staff at School C offered himself for an 
interview as he felt he could give a broader picture of what was 
happening at the school. His interview was important in that it 
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helped to fill in the picture of involvement at that school. This was 
the only school where the Principal's suggestions were not closely 
adhered to. One of the younger members of staff, in the same school, 
felt that the interviewer would be wasting time in interviewing her 
friend as they shared the same views. Her friend therefore added 
extra comments to her interview sheet but was not included in the 
eleven formal interviews that were carried out at that school. 
The principals also suggested the names of parents who they felt 
might be appropriate. Some of these suggestions were taken up and 
some not, after discussion with the presidents of the P & Cs. The 
presidents of the three P & Cs were interviewed at work or at home and 
the same procedure was followed in requesting names of parents. It 
was important not to interview too many parents who belonged to the 
P & C, and so more effort had to be made to ensure that those finally 
selected did represent different fields of interaction in the school. 
With the proviso that they knew a fair amount about school-community 
interactions it was difficult to find negative cases among the 
parents. The three negative cases finally chosen all felt that 
parents had no business interfering with what went on in the school. 
All three were very generous with the giving up of their time to 
support the school in a totally unquestioning, support role. Of all 
the parents, only two requested to be interviewed at the school. One 
of these ran one of the school tuckshops and the other organised a 
Book Scheme. These two parents seemed to feel that they owned the 
spaces where they worked in the school, and were comfortable inviting 
the interviewer into these spaces. Only two teachers asked to be 
interviewed outside the school. Table 5.1 provides the details 
relating to those interviewed. 
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TABLE 5.1 
DETAILS OF PARTICIPANTS INTERVIEWED 
Code 
Number 
mi 
002 
003 
004 
005 
006 
007 
008 
009 
010 
Oil 
012 
013 
014 
015 
016 
017 
018 
019 
020 
021 
022 
021 
024 
02S 
QU 
027 
028 
029 
030 
Q31 
School 
A 
A 
A 
A 
A 
A 
A 
A 
A 
A 
B 
B 
B 
B 
B 
B 
B 
B 
B 
B 
C 
C 
C 
C 
C 
C 
C 
C 
C 
C 
C 
Category 
Principal 
Teacher 
Teacher 
Teacher 
Parent 
Teacher 
Parent 
Parent 
President 
Parent 
Principal 
Teacher 
Parent 
Teacher 
Teacher 
Teacher 
Parent 
President 
Parent 
Parent 
Principal 
Teacher 
Parent 
President 
Teacher 
Teacher 
Teacher 
Parent 
Parent 
Parent 
Teacher 
Case/ 
Negative 
Case 
Case 
Case 
Negative 
Case 
Case 
Case 
Case 
Case 
Negative 
Case 
Case 
Case 
Case 
Case 
Negative 
Case 
Case 
Case 
Negative 
Case 
Case 
Case 
Case 
Case 
Negative 
Case 
Negative 
Case 
Case 
Case 
Sex 
M 
F 
F 
F 
F 
M 
F 
F 
M 
F 
M 
M 
F 
F 
M 
M 
F 
M 
M 
M 
M 
F 
F 
M 
M 
M 
F 
M 
F 
F 
M 
Age 
31-40 
20-30 
41-50 
41-50 
51-
31-40 
31-40 
31-40 
41-50 
41-50 
41-50 
31-40 
51-
41-50 
41-50 
41-50 
41-50 
41-50 
41-50 
51-
51-
20-30 
31-40 
41-50 
31-40 
41-50 
41-50 
51-
41-50 
51-
41-50 
Where 
Inter-
viewed 
School 
School 
School 
Home 
Home 
Home 
Home 
Home 
Home 
School 
School 
School 
Home 
School 
School 
School 
Home 
Home 
Office 
Home 
School 
Home 
School 
Office 
School 
School 
School 
Home 
Home 
Home 
School 
Date of 
Struc-
tured 
Interview 
12.10.84 
12.10.84 
24,10.84 
13.11.84 
14.11.84 
15.11.84 
21.11.84 
12. 3.85 
12. 3.85 
12.11.85 
15. 4.85 
30. 4.85 
1. 5.85 
8. 8.85 
5. 8.85 
8. 8.85 
1.10.85 
1.10.85 
2.10.85 
29.10.85 
27. 7.85 
1. 8.85 
30. 7.85 
13. 8.85 
21. 8.85 
11.10.85 
11.10.85 
22.11.85 
26.11.85 
11.10.85 
28.11.85 
15.11.85 
27.11.85 
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THE STRUCTURED INTERVIEW SCHEDULE 
Design 
The interview schedule was designed to allow for a structured 
interview with flexibility built into it. A copy of this structured 
interview schedule, which was divided into four sections. Section A, 
Section B, Section C and Section D, appears in Appendix J. The 
numbers that appear in brackets in this and following chapters relate 
to the numbering of the questions on the schedule. Tables of the 
compiled results appear at the end of Chapter 10. 
Section A of the interview schedule looked at Background to 
School-Community Interaction to ascertain how the participants viewed 
school-community interactions (1). This section was also used as a 
buffer period to encourage the participants to talk freely, and with 
increasing confidence that they did have something to contribute. 
This was found to be especially important when interviewing some of 
the parents. The participants' definitions of school-community 
involvement, and their level of analysis became very clear during this 
section, and set the scene for later questions. 
Section B concentrated on The Process of School-Community 
Interactions. The questions in this section were guided by Greiner's 
model of successful change, in an attempt to ensure that no key issues 
were overlooked. A critical incident technique was followed. 
Participants were asked to concentrate on a particular interaction 
with which they were familiar and describe exactly what had happened 
(2.1). Various probe questions were asked, as to where the impetus 
for the project had come from, who became involved, how they became 
involved and what those involved actually did (2.2.1.1 to 2.2.3.4). 
Questions were also asked about the project itself. These questions 
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dealt with the pattern of the project (3) and factors hindering (3.3) 
or facilitating (3.4) its process. The focus was then changed to the 
in-depth perceptions of teachers and parents concerning the process, 
and whether their attitudes had changed in any way (4,1.1 to 4.3.1). 
One question relating to students was included in this section 
(4.3.2), but throughout the focus was on parents and teachers and 
their relationships and perceptions. Some criticism may be directed 
at the study because of its failure to take the students' viewpoint 
into consideration. This was not an oversight, but a deliberate 
decision to keep the project manageable by focusing only on parent and 
teacher involvement. An interesting further study would be to 
interview the children of parents who are involved to find out their 
reactions to this involvement. This point will be referred to again 
in the discussion of the limited findings relating to students. 
Section B concentrated on a specific project in an attempt to 
identify any recurring patterns which may be present in 
school-community interactions which are viewed as successful by 
parents and teachers. Section C looked at General Factors relating to 
School-Community Interactions. More specifically, this section of the 
interview concentrated on the people who were involved (6), what they 
felt was necessary for involvement to occur and what prevented 
involvement (5.1 and 5.2), Data were gathered on the perceptions of 
teachers and parents, both of themselves and of each other (6.1,1 to 
6,2,3), through questions such as "Why do you think parents/teachers 
become involved in the school" (6,1.2/6.2,2) and "What do you think 
they gain from their involvement?" (6.1,3/6,2,3), Finally, 
respondents were asked to visualise actual parents or teachers whom 
they knew and suggest what they gained from their involvement 
(6,1.4/6.2.4), This was a deliberate attempt to encourage the 
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participants to personalise their responses, rather than allow them to 
remain at a level of generalised responses. 
Section B and Section C, therefore, were aimed at investigating 
whether there are any patterns to the processes of school-community 
interactions, regardless of the setting, and to take a new and deeper 
look at the rationale for community/parent involvement in schools. 
Section D covered selected Background Details such as sex, age, social 
class and the educational experiences (7 to 11) of the participants. 
Some data were gathered in an attempt to discover whether any 
relationship could be found between prior school experiences and level 
of involvement (9). The origins of the participants' ideas concerning 
school-community interactions were also investigated (10). 
The original interview schedule was altered after discussion, in 
the light of comments from a variety of people, including one of the 
principals and the co-ordinator of the Queensland Intersystemic 
Parents' Committee (QIPC). An earlier simplified version had been run 
as a pilot study on a group of twelve teachers studying for their 
Master's degrees at the University of Queensland (Limerick, 1982). 
There was some discussion as to whether different schedules were 
necessary for parents and teachers. The opinion of teachers seemed to 
be that a different form would be necessary, but the QIPC 
co-ordinator, with his experience of working with parents, did not 
feel that this would be necessary. In the final event some slight 
changes were made in Section D but otherwise the schedule remained 
essentially the same. 
With some participants a different language register was 
necessary. As the schedule was designed to be structured and flexible 
this did not cause any problem. The parent group were particularly 
keen to understand and answer the questions asked. Some difficulties 
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were caused by, for example, one of the negative cases who was keen to 
introduce the researcher to the realities of school life, and a 
principal who commented, after reading through his interview schedule, 
"there are a few 'non sequitur' answers when I read the record of the 
interview, almost as though I was answering a question that I hoped 
you would ask, rather than the question you did ask." 
The interviews took on average two hours. The notes taken were 
typed onto an interview schedule. This was returned to the 
participants, with a request to make any alterations or additions if 
they did not feel that what was written reflected what they had said. 
Minor alterations were made to many of the transcripts indicating that 
they had been read. Two transcripts were returned with major 
alterations. One was from a parent who had been very outspoken and 
wanted to withdraw some of her remarks. The other was from a 
proselytising teacher, who added a number of seemingly peripheral 
remarks which had been excluded from the protocol because they did not 
refer to community-school involvement. Indeed, such a procedure acts 
as an excellent safeguard against unconscious interviewer bias. This 
reflexive approach was extremely useful, as in many cases the return 
of the schedule formed the basis for conversation on further visits to 
the school. 
Two personal responses pointed specifically to the validity and 
accuracy of the interviewer's note-taking. The first commented that 
"I've only made a few amendments to the script. You did remarkably 
well with your shorthand and what you've recorded is a fair copy of 
what I said - with all the non-sequiturs and incoherence included!" 
The second commented, "your interviewing techniques are great. I 
didn't realise how deeply I'd dipped into the colloquial/vernacular/ 
informal when talking to you!" 
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Approach to the Interview 
The process by which those to be interviewed were chosen has been 
described above. No participant was approached cold, and all had some 
idea as to who the interviewer was and what the study was about. A 
network of previous contacts among teachers and parents proved 
extremely helpful in this regard. Once a person had been decided 
upon, the researcher asked a contact to discuss the project with the 
individual and to find out when it would be convenient for the 
researcher to telephone to make an appointment. An appointment was 
then made, at any time, day or place to suit the participant. 
Connell, Ashenden, Kessler and Dowsett (1982:31) made some 
interesting observations when discussing their research, which could 
equally well apply to this study. 
Most of our informants, once they were convinced we were 
serious about trying to understand their situation, talked 
honestly and at some length. A number of interviews ran for 
two hours, some for three. The evidence they gave us was 
rich, complex, and often unexpected. Some of our 
respondents found it a welcome and unusual opportunity to 
reflect on their own lives. 
This last aspect was emphasised in the way in which many of those 
interviewed, both teachers and parents, thanked the interviewer for 
spending the time with them, stating that they had enjoyed thinking 
through issues that they had not given much thought to before. This 
applied particularly to Section C, when they were asked to think 
deeply about other specific people and their motives. 
The Substance of the Interview 
The general aim of the interview was to elicit from the sample of 
parents and teachers their perceptions of the process of involvement 
in the school and their views as to why parents became involved in the 
secondary school. This quest grew out of the uncomfortable feeling 
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that much of the literature on school-community involvement did not 
reflect the phenomenal reality of those involved. The rationale for 
parental involvement particularly seemed to be one of imposed meaning. 
In the interviews the attempt was made " to understand the other's 
behaviour on the level of meaning to this other. We do not impose our 
meanings on the behaviour in question, rather, we let the participants 
tell us what the meaning is for them" (Runcie, 1976:146). As 
discussed earlier, the interview was based on obtaining personal 
definitions of community involvement, beliefs about the patterns and 
processes of community involvement projects, the perceptions the 
participants held of themselves and other participants and finally 
background details pertinent to community involvement. 
Tape recorders were not used. The interviewer took copious 
notes, having explained to the participants that these notes would be 
returned to them in legible form for correction. Discussion as to the 
confidentiality of the material was included. An attempt was 
consciously made during the interview to keep a balance between the 
participants' descriptive accounts of their interactions with the 
school, and their opinions concerning both the processes of change and 
those who participated in school-community interactions. 
Initially an attempt was made to keep short the participants' 
answers to questions such as "Can you give me actual examples of 
parents who become involved and describe what you think they 
particularly gained from their involvement?" (6.1.4). However, many 
of the stories given at this point were so directly in contradiction 
to the institutionally accepted rationale for involvement, that time 
and brevity were put aside in favour of the richness of the data. 
Runcie (1976:133) stated that "the technique of using the probe 
may be defined as using a technique that leads the respondent to 
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elaborate answers in areas that are not clear to you, as the 
researcher." Probes were used particularly at the beginning of the 
interview, to encourage the participants to talk more freely and in 
more detail about the issues. The outline of the structured interview 
schedule was followed in all cases to ensure ease of comparison, but 
the interviewer adopted a flexible approach to the wording or 
rewording of the questions. 
Writing up the Interviews 
The major problem in collecting data in the form of individual 
interviews is the collation and the making sense of the data. 
Balanced against these difficulties is the fact that the data in a 
very real sense live for the researcher. One becomes so immersed in 
the material, that on reading a statement it is possible to visualise 
the person who made that statement and the context in which it was 
made. The strength lies in the possibility that the resulting 
conclusions are firmly grounded in that person's reality and an 
understanding of "the other's behaviour on the level of meaning to 
this other" (Runcie, 1976:146). 
The first task was to transcribe the notes that had been taken on 
the interview sheet into a meaningful form for the participants. In 
accepting the reflexive nature of social research, this returning of 
the interviews to the participants was seen to be an important step in 
ascertaining the views of the researched or the subject-known rather 
than the views of the knowing-subject, the researcher. 
Although the researcher deliberately took no stance on the value 
of school-community interaction, the very way that the interview was 
constructed and the choice of questions indicated a certain view. It 
was also quite clear in some interviews that those interviewed sought 
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for confirmation that what they were saying was indeed the answer 
required. 
A weaker form of triangulation or cross-referencing was used in 
the interviews, as many teachers and parents had been through the same 
school-community interactions and therefore reported on their view of 
the interaction from their own perspective. The most interesting 
example of triangulation occurred over the reports concerning a school 
evaluation in which the parents had become involved (Appendix N). 
Whenever more details were needed by the researcher on a particular 
interaction in a school, it was brought into the conversation with 
other participants. This method was followed until the researcher was 
reasonably sure that the major insights had been gained (Glaser & 
Strauss, 1967). 
Once the interview sheets had been returned the process of 
interpreting the data began. Johnson and Ransom (1983:139) overcame 
the difficulty of collating their material by devising a "grid" of 
sheets which were divided into areas of interest and then subdivided 
into particular topics of interest or open comment sections. After 
each one hour interview it took them approximately three hours to 
write up their notes on these grids. This system allowed them to 
compare their findings from the different cases. 
Connell, Ashenden, Kessler and Dowsett (1982:215) in their work 
took a less structured, but still systematic, approach. They 
commented that "interviews of this kind produce a vast amount of 
complex information. Most time spent on this project has occurred 
since the field work, in digesting the results and trying to order and 
account for what we have found." They workshopped the cases with the 
group as they were written up. As Kessler, Ashenden, Connell and 
Dowsett (1985:36) described it, in another article relating to the 
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same research, "it is extremely difficult to make a summary report of 
evidence that has been analysed in case study form. Even Freud 
complained of this problem." After workshopping their case material, 
the group used what Connell described as bins. This meant that they 
drew together themes across cases, under broad categories which they 
referred to as bins, and then sorted out and wrote up their material, 
centred around a major problem. They used reflexive techniques in 
"constantly taking material and themes to our 'reference groups' of 
teachers, to in-service conferences, etc., so that there was a great 
network of dialogue, critique, and practitioner commentary surrounding 
our analysis, as well as quadri-logue within the group" (Connell, 
1986). The group also found that they needed continually to re-read 
the case studies. It"is clear that "all research, whether 
quantitative or qualitative, has the problems of interpreting the data 
once gathered" (Runcie, 1976:142). 
In addition to broad, holistic, qualitative analysis, a second 
analytical procedure attempted to reduce and analyse, in a methodical 
and systematic way, key features of the data. The data had been 
collected in such a way that, after preliminary content analysis, it 
could be coded and entered on a computer. There were three stages to 
this process. All the cases were carefully read and then content 
analysed with the categories (variables) arising as far as possible 
out of the content. These categories will invariably be affected by 
the researcher's implicit models as was discussed in Chapter 4. A 
spread sheet was drawn up, on which all the data could be entered, to 
check whether the researcher felt that this overview reflected the 
cases and whether any patterns were beginning to emerge among the 
three schools. At this stage much of the detail was still present 
(Appendix 0). Further work was then carried out on collapsing 
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variables and categories to facilitate later comparisons. The data 
were then coded and entered on a computer. 
The following chapters report the data using both systems of 
analysis. The case studies provide the holistic perspective and the 
context for the statistical data. They are necessary to an 
understanding of the full data, of which the statistics give only a 
skeletal view. The computer data are used for overviews and 
comparisons. These data attempt to isolate any overall patterns and 
check, within the limits of small sample data, whether they are 
significant. More importantly the codified data provide a systematic 
check to the case interpretations. 
Kessler, Ashenden, Connell and Dowsett (1985:36) stated that: 
We are conscious that the following accounts of teachers, 
pupils and families are drastically simplified ... . All we 
can do is ask readers to bear in mind that the details given 
are not isolated anecdotes but extracts from a very much 
larger body of evidence and analysis. 
This plea holds true for this study. 
THE POSITION OF THE RESEARCHER 
The position of the researcher, where interviewing is concerned, 
is an interesting one. "'Who were the interviewers?' is a legitimate 
question to ask in appraising any interview-based research" (Johnson & 
Ransom, 1983:140). As that team pointed out, different interviewers 
are likely to obtain different responses from different people. 
Connell, Ashenden, Kessler and Dowsett (1982:215) also made this point 
when they wrote: 
Like any other conversation, it is affected by the social 
character of the participants ... . The kinds of things a 
female research assistant from a working-class background 
can talk freely about with (a) a multinational company 
director and (b) a mother of three with a job in a local 
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cannery, are rather different in both cases from what a male 
professor with a background in the professional bourgeoisie 
can. 
These points applied to the interviewer in this study, as those 
interviewed ranged across the socio-economic spectrum from university 
professors to single mothers on supporting parent benefits. Various 
factors worked in the interviewer's favour. First, the stereotypical 
woman's role opened doors where a male researcher would have 
experienced difficulties. For example, the climate of the tuckshop is 
not conducive to credible male involvement. Moreover, females are 
more readily accepted into people's homes where they are plied with 
tea and biscuits in a more relaxed atmosphere. 
Among the teachers, the study was facilitated by the Federal 
government's introduction of the Participation and Equity Programme 
(PEP). An essential component of this programme related to the 
involvement of parents in the life of the school. As an outsider the 
researcher was accepted as yet another person "doing something" in the 
school which was often assumed to be related to PEP. Only one of the 
schools was a target PEP school but the other schools were well aware 
of the community involvement component of the Participation and Equity 
Programme. 
The majority of participants were either accustomed to seeing the 
researcher at the school, had been told about the researcher, or were 
formally introduced to the researcher. The most potent example of 
this was a tuckshop interview, where the researcher was informed, "My 
friend likes you. I'll talk to you." 
The researcher-interviewer therefore was neither total 
participant nor total observer, but rather researcher-participant on 
Gans's (1968) typology. The debate around the researcher as actor or 
observer (Bell, 1979) was highlighted in one particular interview in 
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School C. A teacher, who warmly espoused parent involvement, could 
give no suggestions as to how parents could be involved, except as 
one-off experts in the classroom. After the interview, the 
participant requested a further meeting away from the school to 
discuss the whole issue of community involvement. That half an hour 
gave concrete substance to many of her beliefs and her returned 
questionnaire reflected the addition of these concrete ideas to her 
original comments. 
In summary, the level of acceptance of the researcher seemed to 
be high in all the settings. The interviewer made every attempt to 
use the language register that the participants were familiar with 
when asking questions. The vocabulary, including the jargon, of 
those-interviewed was faithfully recorded. A classic example of this 
was a parent from School A, who went through her interview schedule 
deleting all the colourful expletives she had used in describing the 
school and particularly the teachers. 
SUMMARY 
This chapter has responded to the plea in the sociological 
literature that researchers should state exactly what it is they have 
done in their research. This particularly applies to action research 
and to research embedded in the ethnomethodological tradition. In 
qualitative research there are pitfalls to laying bare the process 
through which the researcher has gone in interpreting the data 
collected. Yet it is only by studying how other researchers have 
proceeded that gain can be made in working through new methods. 
Therefore, with all its weaknesses and threats of exposure, attempts 
such as this need to be made. 
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Chapter 6 places the study in its historical context in 
Queensland. Views on the relationship between parents, communities 
and schools since the passing of the 1875 Education Act in Queensland 
are explored. The ongoing regionalisation occurring in the education 
system is discussed in the light of the possibilities that 
decentralisation has for this relationship. Finally, some brief 
mention is made of the views held by teachers and the Queensland 
Teachers' Union (QTU) on the relationship between schools and their 
communities. 
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CHAPTER 6 
THE HISTORICAI. CONTEXT OF SCHOOL-COMMUNITY 
RELATIONSHIPS IN QUEENSLAND 
The antagonistic relationship between parents and teachers 
in an industrial society can be traced to the historical 
role of schools as major institutions for social order and 
social control - an institutional strategy designed to 
ensure that deviant and threatening strangers would not 
challenge the status quo (Lightfoot, 1978:31). 
INTRODUCTION 
The suggestion that parents or community members need to be 
socialised so that they are not "deviant and threatening strangers" 
before they may become involved in schools, has been addressed in the 
first chapter of this thesis. The historical relationship between 
schools and their communities must be addressed, if an attempt is to 
be made to understand current processes. This chapter, therefore, 
broadly overviews the legal and organisational relationship between 
schools and communities in the Queensland context since the passing of 
the 1875 Education Act. Primary education was made free, secular and 
compulsory (at least, theoretically) by this Act. Moves towards 
decentralisation, the position of Regional Directors, and the stated 
view of the Queensland Teachers' Union, are addressed in order to 
investigate the likelihood of changes in the relationship between 
school and community. The conclusion is drawn that any drive towards 
participation has been both minimal and superficial and that 
possibilities for change remain marginal. It is within this context 
that this study must be viewed. 
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HISTORICAL ANTECEDENTS AND THE 1875 EDUCATION ACT 
Since the 1875 Education Act Queensland has had a legalised, 
centralised, bureaucratic education structure (Meadmore, 1980). Lawry 
(1968) argued that the size of the country, the thinly spread 
population and the low level of education of the majority of the 
settlers all contributed towards a dependence on the authority of a 
centralised structure to make all administrative and educational 
decisions. "Australians", according to Matheson (1984:7), "have never 
had the fundamental experience of grassroots democracy that 
characterised small settlements in England and New England ... at a 
time when fundamental democratic ideas and processes were being worked 
out." The assumed inability of the Australian population historically 
to participate in educational decision-making is often raised (Butts, 
1961). 
Those who framed the 1875 Education Act seemed to have thought 
differently, as significant emphasis was placed on the role of the 
community, albeit the more influential members, in the ongoing life of 
the school. Elected District School Boards were proposed. These 
Boards, as demonstrated by their range of duties (Appendix C), were to 
have some influence over the "general condition and management of the 
schools." The Boards, however, never came into operation and were 
superseded by School Committees in The State Education Acts Amendment 
Act of 1912. 
This faith in the community contradicted the opinion of those 
involved in government in the nineteenth century. Their views about 
the usefulness of involvement on the part of parents were made quite 
clear in the debates on education in various parliaments around 
Australia (Lawry, 1968; Pettit, 1980; Lingard, 1984). "The less 
parents, and especially uneducated parents had to do with schools the 
124 
better," said Stephens when introducing the 1872 Education Act in 
Victoria. In Queensland, Lilley, a committed and principled liberal 
with a much broader vision of education than most of his 
contemporaries stated, in the 1873 debate on education in the 
Queensland parliament, that most parents did not appreciate the 
advantages of education. Consequently he "would take the right from 
the parent and make it the business of the state to educate the 
child." Ten years prior to this, he had argued in an article in the 
Courier (10th September, 1863) that "if the State did not build 
schools it would have to build prisons." 
This view was not solely Australian, as it was the generally held 
liberal view throughout the British Empire in the 1870s. It was 
claimed frequently that it was only through education that the working 
classes would be persuaded to turn away from crime (Maclure, 1965; 
Silver, 1965; Limerick, 1977). These comments not only denied any 
positive influence parents, particularly those from the lowlier 
classes (Katz, 1977), might have over their children, but went so far 
as to paint their influence as corrosive. The consequence of this 
commonly held view amongst power holders was that education must be a 
State responsibility. 
In the latter half of the nineteenth century, the rise of complex 
industrialised societies led everywhere to the rapid growth of 
schools. Schools were seen to be institutions vital to passing on the 
ever increasing body of knowledge and skills necessary for employment 
in these societies. Inevitably, different skills were defined as 
important for each class if the industrial society was to function 
effectively (Bowles & Gintis, 1976; Lightfoot, 1978; Sargent, 1984). 
However, the liberal view was predicated on the notion that schools 
would be offering equal opportunities to whoever attended them. 
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In 1875, then, the Education Act was passed in Queensland making 
education free, secular and compulsory. 
The parent of every child of not less than six nor more than 
twelve years of age shall unless there be some valid excuse 
cause such child to attend a State school for sixty days at 
the least in each half year (Queensland Department of Public 
Instruction, 1934; The State Education Acts, 1875-1912:9). 
Parents, and particularly working class parents, were excluded more 
and more from the task that had previously been their responsibility, 
that is, of educating their children into a particular way of life. 
Any parent who shall neglect or refuse to cause any such 
child to attend school for the time aforesaid in any half 
year shall on conviction of such offence forfeit and pay any 
sum not exceeding twenty shillings for a first offence and 
not exceeding five pounds for a second or subsequent offence 
and in default of payment shall be liable to be imprisoned 
for any period not exceeding seven days for a first offence 
and not exceeding thirty days for a second or subsequent 
offence (Queensland Department of Public Instruction, 1934; 
The State Education Acts, 1875-1912:9). 
Thus, the working class on whom compulsory education had been 
imposed were relegated to a position of powerlessness where their own 
children's education was concerned. They had no control over what 
their children would learn at school and they were in danger of 
imprisonment and social stigmatism, and being labelled immoral, if 
they did not send their children to school regularly. 
The compulsory part of the Act was only proclaimed in 1900, as 
there were neither the schools available to cater for all the 
children, nor, seemingly, was there acceptance of the compulsory 
clause from some powerful sectors of the Queensland community. Child 
labour, for example, was used extensively in many of the primary 
industries, so that it was only in 1881 and 1896 respectively that the 
Mines Regulations and the Factory Acts were passed. These Acts 
attempted to prevent those under fourteen from working in the mines 
and the factories. In Queensland the low upper limit of twelve years 
for compulsory schooling still compared unfavourably with Victoria, 
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where it was fifteen, and with Tasmania, where it was sixteen 
(Lingard, 1984). 
As in Britain and other parts of the Commonwealth (Limerick, 
1977), so in Queensland, there were groups who had different 
expectations concerning the outcome of offering education to working 
class children. There were those who resisted education, as it 
disturbed their supply of child workers, particularly within the 
agricultural sector. A further group wished to see sufficient 
education to provide skills for an industrialised society, but not so 
much as would threaten the fragile stability of the social system. A 
third group included men like Lilley, who genuinely believed that they 
were striving for the betterment of the lower classes and thus 
increasing their life chances. 
What is pertinent to this study is that none of these groups 
recognised that parents, or non-teaching adults, might have any rights 
within the education system. Schools were seen as institutions whose 
function it was to cater to the societally defined needs of children 
who fell into a specific age group. Nothing was offered to adults in 
the school community. The assumption was made, and increasingly 
accepted, that schools should be separated as far as possible from all 
adults in the community, except those trained or accepted to teach in 
the schools. 
Historians have disagreed as to why the 1875 Education Act was 
passed. Lawry (1968) wrote that, in the long term, the 1875 Act was a 
result of the settling of the major ideological issues of the time in 
favour of liberal secular democracy. He argued that in 1875 it was 
really "the limits of political feasibility rather than theories of 
liberal democracy or secularism [which] determined the introduction 
and development of the system of education" (Lawry, 1968:279) and that 
"ideological assumptions about education were expressed in almost 
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completely pragmatic terms" (Lawry, 1968:283). Lingard (1984) 
disagreed and, taking a revisionist line of argument, stated that the 
Act could be seen clearly to be an economic decision, taken by the 
ruling class to ensure bourgeois hegemony. 
Sargent (1984) argued along similar lines when discussing the 
provision of free and compulsory education throughout Australia. She 
described the rationale given for its introduction as one of the myths 
concerning the history of education in Australia. The myth "suggests 
that the working class persuaded an unwilling" middle class to provide 
them with free, universal schooling though many working-class 
individuals fail to appreciate the benefits and remain ungrateful" 
(Sargent, 198A:142). 
As it was extremely difficult for working class males to enter 
parliament and women were not enfranchised until 1905 and not eligible 
for parliamentary candidature until 1915,. the 1875 Education Act was 
passed by well-to-do males representing the interests of an industrial 
society. Lingard (1984:26 therefore claimed that "while there may not 
have been any incisive ideological debate surrounding the Bill, its 
intent was certainly ideological: to impose bourgeois values and thus 
ensure bourgeois cultural hegemony." 
There is some validity in both viewpoints. It would seem unwise 
in the light of the continuing mounting evidence to dispute that 
education in Western societies has been manipulated to benefit power 
holders. However, it would be uncharitable to impugn solely selfish 
motives to those liberals who spoke so passionately and forcefully in 
the nineteenth century in favour of extending education to all 
children, in the hope that all children might benefit from it. There 
is no doubt though that these hopes have not been fulfilled. 
Lightfoot, for instance, claims that schools have not so much 
withdrawn today into a protected self-justification but have become 
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the instruments of capitalist supremacy (Lightfoot, 1978; Sargent, 
1984; Grant & Sleeter, 1986). 
Parents and their Formal Relationship with Schools 
Through lack of administrative support, the District Board 
(Appendix Ci) discussed earlier had never become operational. School 
Committees were seen as more appropriate. Hence, in 1934 the 
Department of Public Instruction issued instructions to all schools 
concerning the operation of School Committees (Appendix Cii), 
Any person, who is an adult British subject, born or 
naturalized, and who resides in Queensland, shall be 
eligible for appointment as member of a school committee; 
but if such person is a parent of children attending school, 
he shall be eligible for election only to the committee of 
the school at which his children are enrolled ,,, 
(Queensland Department of Public Instruction, 1934; The 
State Education Acts 1875-1912:27), 
The duties of the committee were spelled out (Appendix Cii, 
Section 33), as were the head teachers' relationships with the 
committee (Appendix Cii, Section 34), The parents were to have no 
influence over directions the school might take but could "inspect 
periodically the Admission Register, the Class Rolls, the Daily Report 
Book, and the Time Book; but no other register or school documents" 
(Appendix Cii, Section 33[c]), They could also report to the Minister 
any "misconduct on the part of the teaching staff" but should "protect 
teachers from frivolous and vexatious complaints" (Appendix Cii, 
Section 33[e]), A mother could vote for these committees only if the 
father was "dead or absent" (Appendix Cii, Section 26[d]), 
The power of parent bodies has not increased since the 1930s, 
The 1964 Education Act dispensed with School Committees and replaced 
them with the Parents' and Citizens' Association (Appendix Ciii) where 
the emphasis was placed more on raising funds for the school than on 
any of the duties outlined for the school committees. The parent role 
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was seen more and more as fund raiser or helper, often in fund raising 
type activities such as the tuckshop. 
More recently, a Queensland Select Parliamentary Committee on 
Education (1978) recommended that bodies called High School Advisory 
Councils should be established. Other recommendations of this report 
pertaining specifically to community participation and the devolution 
of decision-making are summarised in Appendix D. These 
recommendations were shelved, so that any School Council or Advisory 
Council that is in existence today operates without legislative 
backing. 
In 1988, control over education in Queensland remains firmly in 
the hands of the Minister of Education, In 1934, the Minister: 
while availing himself of the advice and assistance of 
school committees, reserves to himself the power of 
controlling the professional management of the schools. The 
committee shall not interfere in any way with the 
professional work of teachers, who, in this connection, are 
responsible to the minister only (my emphasis) 
(Appendix Cii, Section 33[f]), 
The legal situation remains the same today, 
MOVES TOWARDS DECENTRALISATION 
From "Incipient Bureaucracy" to "Entrenched Bureaucracy" 
The 1875 Education Act established the Department of Public 
Instruction (1875-1957) which replaced the Board of General Education 
(1860-1875). In many ways this meant that there was a move from the 
fairly loose workings of what could be described as the "incipient 
bureaucracy" of the Board to the increasingly formalised and rigid 
workings of what Meadmore (1980) described as the "entrenched 
bureaucracy" of the Department. 
Meadmore (1980) pointed out that this pattern of a high degree of 
strictly hierarchical centralised organisation has, with minor 
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modifications, continued until the present day. Using the American 
social historian Katz's (1977) models of educational organisations, 
Meadmore analysed the systems and rationales for educational 
administrative models in Australia, Katz pointed out that a 
bureaucracy cannot be seen as a neutral form but rather represents a 
"crystallization of particular social values". A similar view was 
expressed by Wardle (1970:1): "Education schemes do not grow up by 
mere chance. They reflect contemporary notions about social 
organization, the nature of knowledge, the possibility of human 
improvement, the function of government and so on." 
Based on this perspective, Katz proposed four historical models 
of educational organisation, each of which reflected the values of 
those holding the power in the society at that particular time. The 
roles played by parents and community members in relation to the 
schools are radically different in each model, Katz described these 
models as "paternalistic voluntarism", "democratic localism", 
"corporate voluntarism" and "incipient bureaucracy", Meadmore claimed 
that, except for "democratic localism", all these models may be found 
in the history of Australian educational organisation. 
The approach defined as "paternalistic voluntarism" held that 
"education was regarded as a means of civilizing the lower classes to 
ensure that society remained orderly and safe" (Meadmore, 1980:2), It 
has already been noted that reasons such as these were commonly given 
for making education free and compulsory. Particularly in Australia 
with its convict antecedents, education was seen as an important 
instrument in removing children from the ignorant and corrupting 
influence of their parents. As in Lightfoot's quote, given at the 
beginning of this chapter, those holding this view worked hard to keep 
parents, particularly working class parents, away from schools. 
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Queensland started out with this view underpinning the education 
system. 
The "democratic localism" model, which was so powerful in most 
rural schools in the United States, had, according to Meadmore, little 
influence in Australia. This view is supported by Lawry (1968) and 
Matheson (1984). The model emphasised that the government had no 
right to control schools, as education was the responsibility of the 
community. The failure to develop in the nineteenth century any 
traditions of close links with, and local participation in 
decision-making in, schools in Queensland has had obvious 
repercussions. As Matheson (1984:7) stated, "We have known only a 
form of elective democracy devoid of personal involvement for most of 
the community. Community participation in aspects of the activities 
of our social institutions, such as schools, is a re-education in 
fundamental democracy." The principal in one of the schools in this 
study, as will be seen later, exhibited a strong sense of the fitness 
of an organisational model along the lines of "democratic localism" 
for his school community, situated as it was in a powerless area. 
Through strategies such as Neighbourhood Meetings, he attempted to 
develop the concept of "democratic localism" within the confines of 
the political context surrounding schools in Queensland. 
"Corporate voluntarism" existed where religious or other groups 
believed that the state should support institutions through land 
grants or moneys. The first attempt to set up a corporate school in 
Queensland was made in 1825 and from then until the late 1950s 
secondary education was seen in Queensland as a middle class 
enterprise to train middle class sons for their future leadership 
roles in society. The Grammar Schools Act passed in 1860 legislated 
that these schools should be governed by boards controlled by 
important citizens. 
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The organisational model most descriptive of the Queensland scene 
is the one identified as "incipient bureaucracy". Such an approach 
was felt to be particularly appropriate for the scattered schools in 
Queensland as it emphasised standardisation of institutions, practices 
and culture. Every attempt was made to provide the children with the 
same opportunities. Regular attendance was enforced, the curriculum 
was standardised across all schools, pupils were graded and wherever 
possible uniformity was demanded (Butts, 1961; The State Education 
Acts). Education was seen to be the key to democracy in an industrial 
society and was therefore too important to be left to chance. 
The "incipient bureaucracy" of the Board of General Education 
became "entrenched bureaucracy" by the end of the nineteenth century 
under the Department of Public Instruction, according to Meadmore. 
Efficiency of administration and uniformity wherever possible became 
the underlying values of the organisation of education in Queensland. 
Efficiency of organisation rather than educational goals still governs 
the education department in the 1980s as evidenced in the latest 
Queensland education document. Education 2000 (Lingard, 1985). 
Political and Administrative Decentralisation 
Despite this "entrenched bureaucracy" there are moves towards 
decentralisation in Queensland. Decentralisation could be a 
prerequisite for innovative involvement of non-teacher adults in 
schools, particularly where political decentralisation has occurred. 
Where decentralisation is concerned, it is necessary to distinguish 
between political decentralisation and administrative decentralisation 
(Gittell, 1979), and analyse which has taken place. 
The rationales for decentralising in these two areas are quite 
different. The goal of administrative decentralisation is to make 
educational operations more efficient, more flexible, and increase the 
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ability of the bureaucracy to respond to the needs of the immediate 
community. The goal of political decentralisation is to bring 
decision-making, and consequent responsibility for schools, into the 
hands of those who are most affected by schools. As schools broadly 
meet the needs of the advantaged groups in society the goal of 
political decentralisation has far-reaching consequences for 
disadvantaged groups. It demands a shift in power or a conscious 
attempt to empower these disadvantaged groups. Havighurst (979:24-25) 
claimed that there may be a connection between both forms of 
decentralisation, in that administrative decentralisation could help 
to pave the way for local community control or political 
decentralisation, but that this did not necessarily occur. However, 
administrative decentralisation could occur, and frequently does 
occur, without any concomitant political decentralisation. 
Political decentralisation takes on a new meaning in Queensland 
where there is a history of political interventions in education. The 
MACOS and SEMP controversies (Appendix A), where the actions of a 
small group of people with political connections resulted in 
significant interference into educational decision-making, exemplify 
strong interference. Some writers argue that the MACOS debate could 
be categorised as a watershed, marking the division between 
administrative decisions and political or policy guiding decisions 
(Gowers & Scott, 1978, 1979; Henry & MacLennan, 1978). Appendix E 
provides a list of other such interventions. The article by Lingard, 
Henry and Taylor (1987), "A girl in a militant pose: a chronology of 
struggle in girls' education in Queensland" provides a further 
documented case study of such interference. 
The move towards the devolution of decision-making (see the 
series of papers by Robertson, 1979a, 1979b, 1981a, 1981c, 1981d on 
this point) seems to have occurred in the area of administrative 
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decision-making, within an uncompromising stand against any power 
sharing on important decisions of principle or on future planning. 
The limited debate on changing the structure of schooling in 
Queensland arising out of the Department of Education paper Education 
2000 (1985) is a case in point. More recently, in 1987, the furore 
over proposed sweeping changes to the Education Act, without adequate 
consultation, highlights the same problem. According to Mackenzie 
(1975:4), "the greatest danger to democracy and educational 
administration lies neither in centralization or decentralization but 
in hidden decisions within tight bureaucracies." 
The decentralization of control that has occurred in Australian 
states over the last thirty years has until recently been in terms of 
the administrative dimension alone. This state of affairs has 
continued in Queensland despite the increasing attempts at 
decentralisation. The rationale for this decentralisation has and 
continues to be a wish for greater efficiency along an industrial 
model (Lingard, 1985). Briody, an earlier Regional Director, summed 
up this view when he stated in 1973 that: 
The introduction of decentralization in education was not 
based on a particular educational philosophy, nor did it 
develop as a result of a demand from local rural communities 
for better educational services or for some local 
participation and involvement in the education system. 
Rather it was an administrative experiment - a planned 
extension of government policy (Meadmore, 1980:7). 
This is a model of "entrenched bureaucracy", motivated to 
decentralise in the name of efficiency rather than through any serious 
attempt to move towards some concept of "democratic localism" which 
would underpin an acceptance of a philosophy of community education as 
expounded in this study. 
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Decentralisation and Regional Directors 
As has been shown, moves towards decentralisation in 
administrative procedures in Queensland have occurred. The federal 
government has encouraged such moves. The Report of the Interim 
Committee for the Australian Schools Commission (1973), chaired by 
Peter Karmel, on Schools in Australia, for instance, suggested that 
the significant areas for progress in Australian schools were: the 
devolution of responsibility, equality and diversity, choice in 
schooling, and community involvement. Just as there is no necessary 
relationship between political and administrative decentralisation, so 
there is no necessary relationship between strategic and 
administrative decentralisation. A system can decentralise 
administratively but retain key control over strategic and resource 
allocation matters. The Schools Commission's concept of devolution of 
responsibility cannot be equated with Queensland's decentralisation of 
administrative procedures. However more responsibility of an 
administrative nature has devolved to the Regional Directors. 
Since 1947, the decentralisation, or perhaps more accurately the 
regionalisation, moves throughout Australia have been an attempt to 
cope with the increasing burden of administering to the educational 
requirements of the rapidly growing number of students. In 1949, 
Queensland was subdivided into five regions. These regions were 
further subdivided into six regions in 1960 and nine regions in 1973. 
By 1986 the number of regions totalled ten. A map of Queensland 
broken into these educational regions appears in Appendix F. The 
region of particular interest to this study is the Brisbane West 
region, as the three schools studied were all situated in that region. 
Within the Queensland context each Regional Director is 
responsible for implementing departmental policy at a local or 
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regional level. Areas of responsibility include appointment of staff 
to schools and most other matters directly affecting staff. 
Information about schools in the region is collected in order to 
provide advice to the central organising office on a wide range of 
matters such as the need for new school buildings or an increase in 
staffing in the area. 
It is not clear that the Department recognises that 
administrative decentralisation does not necessarily allow strategic 
decentralisation. For example, where the introduction of the 
philosophy of community education was concerned, Robertson stated 
that: 
In particular, the Department accepts that the familiar "top 
down" model of induced change is not only quite 
inappropriate, but also in direct conflict with the 
philosophy of and processes inherent in Community Education 
... , The Department is committed through its policy of 
regionalization to decentralize decision making where 
appropriate (my emphasis) (Robertson, 1979b:243). 
The role of the Regional Director is a problematic one, for the 
incumbent as well as for the community. Questions may be raised as to 
the actual areas in which Regional Directors do have the power to 
instigate change, as "where appropriate" may mean different things to 
different groups of people, Mackenzie (1975:3) stated that "a 
Regional Director needs a clear job specification and a budget 
otherwise instead of playing an effective role in producing community 
harmony he will exacerbate distrust and hostility," 
Within the current structure the community is dependent on the 
limit to which their Regional Director is prepared to push the 
hierarchy when considering innovations. A clear example of this can 
be seen in the differences between the regions in the early 1980s 
where community involvement was concerned. In one region where the 
Regional Director placed a high priority on involving the community in 
educational concerns, a Regional Community Council was established 
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with high community input. Efforts were made to encourage schools in 
the region to consider seriously a philosophy of community 
involvement. These efforts were documented in a doctoral thesis 
(Robertson, 1984). The effects of these innovations were felt in 
other regions where similar councils were set up. 
In the Brisbane West region, such a council was established in 
1982. The role of this council was seen to be one of information 
sharing only. Parent representatives were continually frustrated by 
being told that items could not be discussed, as they were out of the 
province of matters over which the Regional Director had any 
authority. Gittell's comment became prophetic in this situation: 
Much of the evidence suggests that if a central authority is 
retained close to its previous roles and new local 
decentralized units have little or no power, there will be 
no inducement to participation. The citizenry will quickly 
measure the investment of time in terms of ability to effect 
policy (Gittell, 1979:61). 
Appendix G contains an example of an agenda of a Brisbane West Region 
Community Education Council meeting. This researcher was a parent 
member of this Council from its inception and thus a participant-
observer for three years. During this time, great difficulty was 
experienced by the Council in keeping their parent representatives. 
At every meeting, there were far more departmental representatives 
than community representatives. 
Thus, moves towards a regionalised structure are only part of the 
move towards decentralisation where regional units are treated as 
strategic units with high levels of responsiveness to their local 
environment. Without such strategic responsibility, the regions often 
comprise one more level of bureaucratic filter between the school and 
the centre where the strategic decisions are really made. 
Paradoxically, then, they may increase the bureaucratising of the 
educational process, and so the move from "incipient bureaucracy" to 
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"entrenched bureaucracy" continues under the guise of moves towards 
greater decentralisation and local responsiveness. 
Parents in Queensland face particular problems in gaining access 
to any policy-making structures due to the centralised strategic and 
political structure. Unless Regional Directors are risk-takers in 
various policy areas, there is little policy decision-making that they 
can share with the community. According to the Queensland Select 
Parliamentary Committee of Enquiry into Education (1978), by 1976 
Queensland was the only state government which had not passed 
legislation to facilitate the development of closer school-community 
relationships. In 1988, this situation has not changed. Even if the 
Select Committee's recommendations concerning High School Advisory 
Councils had been accepted, the proposed composition of these councils 
was such that the parents or community representatives were 
outnumbered by teachers. 
TEACHER ORGANISATIONS AND SCHOOL-COMMUNITY INTERACTIONS 
Historically in Queensland schools, teacher organisations have 
not been supportive in encouraging higher levels of parent 
involvement. Teachers vary in the extent to which they welcome or 
feel threatened by the involvement of parents (Pettit, 1981). This 
was illustrated in the 1982 pilot study involving primary teachers 
studying for their Master's degree in education at the University of 
Queensland (Limerick, 1982), A questionnaire on perceptions of parent 
involvement was administered. In response to the request "Briefly 
state your views concerning involving parents in the work of the 
primary school," one teacher tersely replied "not on" while another 
commented that: 
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Ideally parents should be involved as much as possible but 
practically I find there are less hassles without them, 
particularly in the day to day functioning of the class. 
Educationally it is sound practice to involve them in 
teaching activities but practically, too much time has to be 
spent fixing up after they have finished, 
A third teacher reported that: 
I am very much in favour of having parents involved in 
helping the teachers devise aids and equipment, helping 
within the classroom, having them informed of the schools' 
attitudes and beliefs and discussing curriculum questions 
with them. I think that parents have the right to be 
involved; that a teacher cannot operate properly without 
parent aid, and that the children benefit greatly because of 
the increased involvement, both in classroom terms and in 
terms of the home-school rapport. 
The Queensland Teachers' Union has adopted a protective stance 
towards teachers, in stressing that all initiatives concerning the 
involvement•of the community"should come from the teachers and proceed 
at the teacher's pace. Its educational philosophy on community 
involvement and school-based decision-making is reproduced in 
Appendix Hi together with the Queensland Council of Parents' and 
Citizens' Association's (QCPCA) policy on The Community and Its 
Schools (Appendix Hii). 
It is evident that within the Queensland system, teachers 
themselves do not have a great deal of professional autonomy and 
therefore guard that which they do have jealously. This point has 
been made in Chapter 2 when analysing areas where teachers accept or 
reject interactions. Johnston (1981) concluded that there was little 
in the ideology of professionalism which would encourage teachers 
anywhere to share what limited power they have. If teachers use 
specialised subject knowledge as a central element in their claim to 
professional status, this too would preclude any notions of devolution 
within the school. However, there is increasing evidence from fields 
outside education that the community is no longer "willing to accept 
the mystifications about expert knowledge and service to the community 
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that constitutes the professionals' claim" (Johnston, 1981:88). 
Regional Directors may find themselves caught between groups of 
parents and groups of teachers in trying to reconcile teacher demands 
for professional autonomy with parental or community demands for 
greater access to, and participation in, education. 
SUMMARY 
The Commonwealth government has continued to promote the 
philosophy of devolution and community involvement in schools through 
various reports. Schools Commission funding, programmes such as the 
Innovations Programme and the Participation and Equity Programme 
(PEP). All these place emphasis on the involvement of community 
representatives in the decisions to be made concerning the schools. 
However, money is being channelled into schools to be spent on parents 
rather than being channelled through parent organisations to increase 
their ability to interact with schools. This problem of the unequal 
distribution of power is a theme running throughout this study. The 
community is dependent on the willingness of the school to have 
non-teaching adults involved, and this is always on the schools' 
terms. "Entrenched bureaucracy" therefore still most adequately 
describes the organisational pattern, despite the decentralisation 
that has taken place. 
Decentralisation along the political dimension, or within the 
strategic policy-making domain, needs to occur for educational change 
to take place which reviews the possible relationships between 
non-teaching adults and the school. Despite the Report of the Select 
Committee into Education (Queensland Legislative Assembly, 1980), the 
various Schools Commission reports and Federal government initiatives 
in funding arrangements, this move has not been evident in Queensland. 
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It is within this context that some teachers and some community 
members are working for changes that they see to be vital for 
Queensland schools. The three schools chosen for this study by the 
Regional Director, in consultation with his inspectors, were schools 
categorised as. exhibiting a high level of commitment to the philosophy 
of community education. The three schools proved to be different as 
did the extent of each principal's commitment to, and understanding 
of, the ideology of community education. 
Before presenting material on the principals' beliefs, the 
processes and rationales concerning school-community interactions, the 
nurturing community of each of the three schools is explored. 
Chapter 7 therefore presents brief case studies on School A, School B 
and School C to place these schools in context. 
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CHAPTER 7 
THE THREE SCHOOLS IN CONTEXT 
For example at a rural school where I taught there were 
280 children and 12 staff, 80 mothers came to tuckshop. 
There are also 80 coming here but there are 1,600 children 
here ... . There is not a close knit suburb which feeds to 
this school. When the neighbouring school is established we 
will be rid of all the children who are coming in on long 
bus connections (Principal, School C). 
INTRODUCTION 
The previous chapter on historical and administrative details 
provides a backdrop to school-community interactions in the 1980s. 
The following four chapters present the data collected from the 
three schools. The description of the data begins in this chapter at 
the level of the social context of the schools in which the interview 
participants and the interaction processes are embedded. As the 
opening quote indicates, the community in which the school is situated 
has repercussions on the interactions that occur. 
To preserve confidentiality the schools have been labelled 
School A, School B and School C. The three schools are dealt with 
independently, in order to develop the contexts of the interviews. 
However, the tables. Table 7.1 through to 7.10, containing the 
relevant statistics relating to these three schools are presented 
comparatively, and appear immediately after they are first discussed 
in relation to School A. 
This chapter provides a description of each school. The 
geographic location, population, make-up and economic status are 
reported. A brief history of the beginning of the school is provided. 
Finally the schools' philosophy concerning the school and its 
community, and projects relating to the community are presented. 
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SCHOOL A - ENVIRONMENT AND HISTORY 
Geographic Location 
The three schools, although all urban schools, are situated in 
very different areas. They all do have some sense of community, as 
they are in residential areas and so tend to draw upon a specific 
geographic community. In School A, many of the parents had themselves 
attended the school. 
The suburb surrounding this school is a clearly delineated area 
of approximately 7.7 square kilometres, 21 kilometres from the centre 
of Brisbane (see Table 7.1). The suburb is geographically isolated 
and the rapid expansion in population has not been accompanied by an 
appropriate development of facilities. Geographic isolation is 
exacerbated by a lack of adequate transport. The nearest railway 
station is 5 kilometres away and the inadequate bus service does not 
operate late at night nor on the weekends. Under these circumstances, 
motor vehicles are essential as a means of transport in and out of the 
TABLE 7.1 
POPULATION DATA OF SUBURBS CONTAINING TARGET SCHOOLS 
Suburb 
Demographic Variable 
Area at 30 June, 1981 
Estimated Resident 
Population at 30 June 
1981 
Dwellings 
Persons per Dwelling 
Persons per square 
Kilometre 
A 
7.7 km^ 
18,370 
4,834 
3.80 
2,385.71 
B 
6.0 km^ 
12,080 
5,454 
2.21 
2,013,33 
C 
4,7 kra^  
8,120 
2,385 
3.40 
1,727,65 
Source: ABS Brisbane City Statistical Summary as at 30th September, 
1984, 
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suburb and thus, despite the low income which is characteristic of 
this suburb (see Table 7.5), almost 80% of the occupied private 
dwellings own at least one car (see Table 7,2). 
TABLE 7,2 
MOTOR VEHICLES PARKED AT OCCUPIED PRIVATE DWELLINGS 
Number of Vehicles 
0 
1 
2 
3 
4 or more 
Total (Including 
Not Stated) 
A 
Number 
947 
2,205 
1,038 
305 
90 
4,780 
% 
19,8 
46,1 
21.7 
6.4 
1.9 
100.0 
Suburb 
Number 
943 
2,231 
1,213 
254 
76 
4,915 
B 
% 
19.2 
45.4 
24.7 
5.2 
1.6 
100.0 
C 
Number 
204 
943 
888 
281 
99 
2,462 
% 
8.3 
38.3 
36.1 
11.4 
4.0 
100.0 
Source: ABS 1986 Census of Population and Housing. 
Population Make-up 
The suburb was established as a housing commission area in the 
early 1950s, to provide low cost housing for low income families 
living in post-war housing camps. Table 7.3 illustrates how few 
people, 11.7%, own their own houses, while 48,9% of them are housing 
authority tenants. In addition, the figures in Table 7,1 indicate 
that there are both more people living in each house, 3,80, as 
compared with 2,21 in area B and 3,40 in area C, and more people per 
square kilometre, 2,385,71, as compared with 2,013.33 in area B and 
1,727,65 in area C, in this locality. 
While the number of people living in each house is high, almost 
18% of the families are single parent families (see Table 7.4). As 
the figures show, the vast majority of these are female headed. Thus, 
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TABLE 7.3 
NATURE OF OCCUPANCY OF HOMES IN SUBURBS CONTAINING TARGET SCHOOLS 
Category 
Number of Households 
Owned 
Being Purchased 
Rented - Housing 
Authority 
Rented - Other 
Government Agency 
Rented - Private 
and Not Stated 
Other and Not Stated 
Total 
Number of Persons 
Owned 
Being Purchased 
Rented - Housing 
Authority 
Rented - Other 
Government Agency 
Rented - Private and 
Not Stated 
Other and Not Stated 
Total 
A 
Number 
548 
1,341 
2,285 
104 
279 
120 
4,677 
1,472 
4,743 
7,604 
441 
868 
385 
15,513 
% 
11.7 
28.7 
48.9 
2.2 
6.0 
2.6 
100.0 
9.5 
30.6 
49.0 
2.8 
5.6 
2.5 
100.0 
Suburb 
B 
Number 
1,585 
903 
6 
18 
2,117 
288 
4,917 
3,377 
2,369 
12 
36 
4,254 
568 
10,616 
% 
32.2 
18.4 
0.1 
0.4 
43,1 
5,9 
100.0 
31.8 
22.3 
0.1 
0.3 
40.1 
5.4 
100.0 
C 
Number 
1; 
2; 
3; 
2; 
7 
,142 
783 
63 
12 
312 
97 
,409 
,288 
,915 
184 
35 
918 
271 
,611 
% 
47.4 
32.5 
2.6 
0.5 
13.0 
4.0 
100.0 
43.2 
38.3 
2.4 
10.1 
0.5 
3.6 
100.0 
Source: ABS 1986 Census of Population and Housing. 
the inhabitants of area A are not only disadvantaged through lack of 
facilities in their immediate area, and lack of public transport to 
take them out of the area, but they may also be trapped in the poverty 
cycle common to many female headed families (Fitzgerald, 1976). 
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TABLE 7.4 
SINGLE PARENT FAMILIES 
Families composed Suburb 
of Head and 
Dependents Only A B C 
Head 
Male 89 50 18 
Female 863 202 114 
Total 952 252 132 
Total as Percentage of 
all Family Types 17.9 9.3 5.9 
Source: ABS 1986 Census of Population and Housing. 
Economic Status 
The socio-economic status of the inhabitants in the three areas 
studied varied greatly. The individual incomes in this area tend to 
be the lowest of the three in that 74% have an annual income of less 
than $15,000, and only 1,5% earn more than $26,001 per year (see 
Table 7,5). In addition, the locality is characterised by a high 
unemployment rate compared with the other areas. According to the 
1986 Census, 8.5%, or 1,335 people, were unemployed at the time the 
Census was taken (see Table 7.6). These figures may be linked, in 
part, to the age at which the population in each area tended to leave 
school, 60% of the inhabitants having left school when they were 
15 years or younger (see Table 7.7), Consequently, it is not 
surprising that 72,6% of the inhabitants have no qualifications (see 
Table 7,8) and only 1,5% have a degree, a diploma or a higher 
qualification. The qualifications, or lack of these, was reflected in 
the occupational patterns evident in each area, with 3,1% of the 
inhabitants classified as professionals and 28% classified as 
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TABLE 7.5 
INCOME DISTRIBUTION WITHIN RELEVANT SUBURBS 
Income Bracket 
($) 
None 
1- 2,000 
2,001- 4,000 
4,001- 6,000 
6,001- 9,000 
9,001-12,000 
12,001-15,000 
15,001-18,000 
18,001-22,000 
22,001-26,000 
26,001-32,000 
32,001-40,000 
40,001-50,000 
50,001 and over 
Not Stated 
Total 
A 
Persons 
1,481 
500 
468 
2,094 
1,416 
1,125 
1,132 
1,105 
655 
229 
129 
24 
10 
3 
800 
11,173 
% 
13.3 
4.5 
4.2 
18.7 
12.7 
10.1 
10.1 
9.9 
5.9 
2.0 
1.2 
0.2 
0.1 
0.0 
7.2 
100.0 
Suburb 
B 
Persons 
1 
1 
9 
705 
314 
395 
,467 
967 
727 
815 
975 
,006 
625 
596 
336 
149 
172 
630 
,879 
% 
7.1 
3.2 
4.0 
14.8 
9.8 
7.4 
8.2 
9.9 
10.2 
6.3 
6.0 
3.4 
1.5 
1,7 
6.4 
100.0 
C 
Persons 
794 
345 
233 
876 
564 
480 
479 
507 
502 
318 
298 
214 
80 
72 
301 
6,063 
% 
13.1 
5.7 
3.8 
14.4 
9.3 
7.9 
7,9 
8.4 
8.3 
5.2 
4.9 
3.5 
1.3 
1.2 
5,0 
100,0 
Source: ABS 1986 Census of Population and Housing. 
TABLE 7,6 
UNEMPLOYMENT FIGURES WITHIN SUBURBS CONTAINING TARGET SCHOOLS 
Suburb 
Unemployed Groups 
B 
Males 836 287 137 
Females 499 257 120 
Persons 1,335 544 257 
Proportion of 
Population (%) 8,5 4.9 3.3 
Source: ABS 1986 Census of Population and Housing. 
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TABLE 7.7 
AGE OF LEAVING SCHOOL 
Age at Leaving School 
(Years) 
Under 15 
15 
16 
17 
18 
19 
20 and Over 
Did not Attend 
Still Attending 
Not Stated 
Total 
A 
Persons 
3,384 
3,433 
1,643 
742 
338 
75 
152 
134 
600 
672 
11,173 
% 
30.3 
30.7 
14.7 
6.6 
3.0 
0.7 
1.4 
1.2 
5.4 
6.0 
100.0 
Suburb 
B 
Persons 
1,383 
1,517 
1,831 
2,954 
1,112 
140 
174 
92 
252 
507 
9,879 
% 
14.0 
15,4 
18.5 
29.9 
11.3 
1.4 
1.8 
0.1 
2.6 
5.1 
100.0 
C 
Persons 
1,339 
1,423 
1,166 
1,061 
3,798 
52 
76 
15 
399 
153 
6,603 
% 
22.1 
23.5 
19.2 
17.5 
6.3 
0.9 
1.3 
0.2 
6.6 
2.5 
100.0 
Source: ABS 1986 Census of Population and Housing, 
TABLE 7.8 
HIGHEST QUALIFICATIONS OBTAINED BY SUBURBAN POPULATIONS 
Qualification 
Obtained 
Degree or Higher 
Diploma 
Trade 
Other 
Not Qualified 
Not Stated 
Total 
A 
Persons 
69 
97 
982 
762 
8,112 
1,151 
11,173 
% 
0.6 
0.9 
8.8 
6.8 
72.6 
10.3 
100.0 
Suburb 
B 
Persons 
1,672 
598 
682 
1,253 
4,870 
849 
9,879 
% 
16.5 
6,1 
6,9 
12,7 
49,3 
8.6 
100.0 
C 
Persons 
370 
293 
687 
788 
3,501 
424 
6,063 
% 
6.1 
4.8 
11.3 
13.0 
57.7 
7,0 
100,0 
Source: ABS 1986 Census of Population and Housing. 
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labourers and related workers (see Table 7.9). These figures were 
very different from those in the other areas, as can be seen in the 
relevant tables. 
Figures such as those given above suggest that the parent and the 
school community in this locality would have certain priorities which 
are different from those in other communities. 
TABLE 7.9 
OCCUPATION OF SUBURBAN POPULATIONS 
Suburb 
Occupation 
Managers/Administrators 134 
Professionals 
Para-professionals 
Tradespersons 
Clerks 
Sales and Personal 
Services 
Plant and Machine 
Operators 
Labourers and Related 
Workers 
Inadequately Described 
and Neither 
Total (including Not 
Stated) 4,818 100.0 5,685 100.0 3,415 100.0 
Source: ABS 1986 Census of Population and Housing. 
History of School A 
As with most other secondary state schools in Queensland, the 
three schools studied opened their doors in the first three years of 
the 1960s to cater for the increasing demand for secondary education. 
This demand had been predicted as the "baby bulge" of post-war babies 
A 
Persons 
•s 
147 
218 
859 
757 
499 
705 
1,351 . 
87 
% 
2.8 
3.1 
4.5 
17.8 
15.7 
10.4 
14.6 
28.0. 
1.8 
B 
Persons 
495 
1,529 
478 
542 
1,178 
776 
155 
432 
61 
% 
8.7 
26.9 
8.4 
9.5 
20.7 
13.7 
2.7 
7.6 
1.1 
C 
Persons 
383 
465 
236 
471 
717 
543 
181 
353 
28 
% 
11.2 
13.6 
6.9 
13.8 
21.0 
15.9 
5.3 
10.3 
0.8 
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reached secondary education. Attitudes of parents had also changed, 
as they had come to regard education as the right of all, and not just 
for the elite. At the same time, there was an increasing demand from 
industry for a more skilled and educated labour force. The last 
scholarship examination had been held in 1962 so the way was now open 
for all children to continue on to secondary education, if they so 
wished. In 1964 the Education Act in Queensland raised the school 
leaving age to fifteen, and Grade 8 was transferred from the primary 
to the secondary school. 
The secondary school in area A was the first of the three schools 
to open. It opened on the 1st January, 1962 with an enrolment of 151. 
By 1969 the numbers had risen to 1,369 but they dropped to 753 in 
1976. The numbers however have been on the increase and by 1986 the 
enrolments had risen to 1,027 (see Table 7.10). 
TABLE 7.10 
COMPARATIVE FIGURES ON SCHOOL ENROLMENTS 
Opening Date 
Enrolments 
1968/1969 
1971 
1976 
1979 
1984 
1986 
at Opening 
A 
1.1.1962 
151 
1,369 
-
753 
658 
878 
1,029 
Suburb 
B 
1.1.1963 
50 
-
1,059 
-
494 
685 
566 
Q 
29.1.1963 
132 
904 
-
-
1,274 
1,700 
1,464 
Source: Education History Unit, Queensland Education Department, 
1986. 
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The School's Philosophy on School and Community 
In Queensland, due to the entrenched bureaucratic style of the 
Education Department, it is not possible for schools to develop 
radically different philosophies. This is unfortunate as, unlike 
other states, Queensland schools are not zoned. This means that 
parents may choose the school to which they send their children. 
Johnson and Ransom's research (1983) indicated that parents do make 
deliberate choices, even though their reasons for choosing a school 
may be unexpected, and sometimes unacceptable, to educators. 
With the prospect of numbers of secondary school age children 
falling, many Queensland schools are beginning to take seriously the 
fact of parents choosing a school. A school prospectus and/or a 
handbook is becoming more common and the three schools studied here 
proved no exception. It is from these brochures that an attempt has 
been made to glean what their philosophies are concerning the school 
and the community. A careful examination of these publications gives 
the outsider some indication as to where each principal's priorities 
lie. That is about as close as one can come to a formal encapsulation 
of the schools' philosophy concerning outside involvement. These 
conclusions are examined again, when analysing the interview data on 
the principals in the following chapter. 
Of the three schools. School A seemed to be making the most 
genuine attempt to reach out to the parents in its community. The 
handbook started with a warm "WELCOME" on the cover. The foreword, 
addressed to both parents and students, was written in an informal and 
conversational register, and the issue of the relationship between the 
school and the parents was directly addressed. A page used to welcome 
the parents to the community of the school also discussed the 
importance of parent-teacher co-operation. 
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School A described the Parent and Citizen Association as having a 
dual purpose: 
(a) as a forum for discussion on the school and its operation 
and 
(b) to provide pupils with amenities which are not supplied by 
the Education Department. 
The school has a School Advisory Council, although no mention was made 
of this body in the general handbook. Nor was any mention made of any 
facilities that the school may have to offer the parents or the adult 
community generally, beyond the idea of the importance of their 
involvement for the sake of their children. 
Projects Relating to the Community 
As discussed in Chapter 5, the principal of each school was asked 
to complete a form entitled Data Bank on Parent-Community Involvement 
in Schools based on the form developed by the Brisbane North Regional 
Community Council (see Appendix Kii). The results from this form are 
reproduced in Appendix Kiv, and illustrate the range of ways in which 
the parents and the community were involved in a particular school, as 
seen by the principal. These perceptions were checked against 
personal observations and collected material on the projects, and 
interactions discussed with parents, community members and teachers. 
The Principal of School A indicated that the community was 
invited to use the school facilities. A School Advisory Council had 
been established and parents were encouraged to participate in various 
committees. Inter-agency co-operation was high, due to the needs of 
the students in the area. The school also worked extremely hard to 
promote a positive public image of the school, and to persuade the 
parents to feel that the school belonged to the community, and that 
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they did have something to offer to the school. This was done through 
the development of Morning Teas and Neighbourhood Meetings. 
As the key projects involving the parents in this school were the 
School Advisory Council, the Neighbourhood Meetings and the Morning 
Teas, these are discussed in detail in Chapter 9. 
SCHOOL B - ENVIRONMENT AND HISTORY 
Geographic Location 
The second school. School B, is situated in an old and well 
established suburb. But, as one of the parents interviewed described 
it, it has become a corridor suburb due to its geographic location. 
It is no longer one of the outer suburbs, but is a suburb through 
which the trains and buses pass on their way to the outer suburbs. 
The houses are larger and more expensive, and the population is ageing 
compared with the other two areas under study. 
Population Make-up 
At 30th June, 1981 there were estimated to be 12,080 people 
living in this area with an average of 2.21 people living in each 
dwelling. As can be seen in Table 7.1 this figure is lower than in 
either of the other two areas. 
With its proximity to the city of Brisbane and the well developed 
transport system, the population is evenly divided between those who 
are buying or already own their houses and those who are privately 
renting their houses (Table 7.3). 
Economic Status 
In the 1986 Census, 4.9% of the inhabitants were unemployed 
(Table 7,6) as compared with 8.5% in area A. One explanation for the 
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presence of any unemployed in this area was offered by the negative 
teacher at School B who labelled this group as "wealthy drop-outs or 
students deliberately taking time out" (Appendix M). The Census data 
indicated that only 55% of the annual incomes in this area fell below 
$15,000, whereas 12.6% of the inhabitants earned more than $26,001 
each year (Table 7.5). 
The educational qualifications of those in each area, and their 
occupations, are indicative of the socio-economic status of the area. 
The educational levels particularly were reflected in the groups of 
parents who were interviewed, although no attempt was made to monitor 
their backgrounds in choosing representative cases. In area B, which 
is in the vicinity of a major university, only 29.4% of the 
inhabitants had left school when they were 15 years or younger, 
compared with 61% in area A (Table 7.7). As seen in Table 7.8, 22.6% 
of the inhabitants held degrees, diplomas or higher qualifications. 
These qualifications were reflected in the occupational patterns of 
this area in that more than one-quarter of the inhabitants were 
classified as professionals (Table 7.9). 
History of School B 
A further point of interest is the differential planning that 
initially went into the building of these three schools. These plans 
illustrate the points made in terms of the socio-economic context of 
each school. School B had the longest lead-up time. Plans were drawn 
up for the school in 1944, as educationalists were convinced that the 
school leaving age was to be raised soon. Clarke (1982) described the 
plan for the school as a very grandiose scheme even by today's 
standards. This new school was to be the Show School and was to have' 
everything that a school could possibly need. The parents of today's 
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school would be delighted to have had such a magnificently set up 
institution. The grounds alone were to cover 20 acres. However, by 
the late 1940s it became obvious that such a school was no longer 
feasible. The school-leaving age had not been raised and the 
depression years of the 1930s had lowered the birth rate, resulting in 
fewer children reaching secondary school age. 
The school eventually opened on the 29th January, 1963 with an 
expected enrolment of 125 students. By February there were 
150 students. The school reached its peak in 1971 with an enrolment 
of 1,059 students. The numbers then began to decline and in 1986 
stood at 566 (Table 7.10). From the start the parents seemed to have 
demonstrated an active and professional interest in the affairs of the 
school. Evidence of this can be seen in letters such as that sent to 
the Education Department by the Secretary of the P & C Association, 
K.L. Breusch, on the 20th November, 1966, pointing out the 
considerable work that needed to be done on the school grounds. 
"Accompanying the letter was a highly professional report and a site 
plan" (Clarke, 1982:9) drawn up by one of the parents. 
The School's Philosophy on School and Community 
School B has had three principals in five years. The incumbent 
principal, who arrived at the school at the start of 1985, was 
responsible for the present prospectus. This document launched 
straight into administrative detail without any general introduction. 
On the third page a section that dealt with Philsophy and Aims 
appeared. The third of the eight aims was "to recognize and respect 
the contribution that parents, teachers and students make to the 
school," 
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The parents were referred to again, under a section entitled 
"School Policies Concerning Students", There is a sub-heading, 
"Enquiries", which includes the statement that "Parents are encouraged 
to come to the school to discuss their children's progress or any 
related business," The point was made that all enquiries should 
initially go through the office, and that it was essential that the 
parents telephone first to make an appointment. 
The last two items in the prospectus dealt with "Parent 
Organizations" and "Communicating to Parents". The parental 
organisations are described as being the Parents' and Citizens' 
Association and the Ladies' Auxiliary. It is stated that "the P & C 
Association should not be considered a 'fund-raising committee' only. 
Their aim is to provide co-ordination and co-operation between school 
staff, parents and students in all matters relating to school life." 
This school has had a School Advisory Council in operation for a 
number of years, but no mention of it is made in this official school 
document. The school has also been working in the literacy area for a 
number of years, with the help of community and parent volunteers, but 
this information is not included either. 
Projects Relating to the Community 
School B has the lowest use of school facilities or resources of 
the three schools (Appendix Kiv). This is not surprising in the light 
of the previous material, indicating that this is a well developed and 
established area, with resources of its own. Parents are, however, 
involved in a range of activities, the key ones being the School 
Advisory Council and the Learning Assistance Programme which has 
developed out of the earlier literacy programmes. These will be 
discussed in detail in Chapter 9. 
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SCHOOL C 
Geographic Location 
School C is situated in a relatively new area on the outskirts of 
Brisbane. As in area A, there are housing commission houses, but 
these have not significantly influenced the area as today they make up 
only 2.6% of the houses (Table 7.3) and 80% of the inhabitants either 
own, or are in the process of purchasing, their house. This is a 
pattern very different from either of the other two areas. 
The suburb is a new, prosperous, outer suburb as indicated by the 
disproportionate number of inhabitants who own two or more motor 
vehicles (Table 7.2). The area has continued to grow and better and 
better facilities have been provided. A new university has been 
established close by, and recently a large public hospital opened its 
doors. 
Population Make-up 
There are fewer people to the square kilometre in this area than 
in either of the other two areas. The fact that there are more 
inhabitants per household than in area B yet fewer people per square 
kilometre (Table 7.1) indicates a more spacious and younger lifestyle. 
Of the various family types, 5.9% are single parent families 
(Table 7.4). This figure is close to that in area B and less than 
half the figure in area A, 
Economic Status 
As has already become evident, the socio-economic status of the 
inhabitants in the three areas is diverse. On the whole, incomes tend 
to be higher in area C and lowest in area A (Table 7.5), while the 
unemployment rate, 3.3%, is lowest in area C and highest in area A, 
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8,5% (Table 7.6). Area C is an aggressively upwardly-mobile area, 
where there is still a fairly ambivalent attitude towards higher 
education. According to the 1986 Census, 45% of the inhabitants left 
school at 15 years or younger (Table 7.7), yet the principal argued 
that parent-teacher nights were successful because parents could "talk 
about their own children's performance patterns ... the parents' major 
concern is their children" (020.1). 
The occupational pattern of the area is reflected in the fact 
that 57.7% of the population had no formal qualifications, 10.9% had 
degrees, diplomas or higher qualifications and 11.3% had trade 
qualifications (Table 7.8). The occupational pattern is such that 
13.6% are professionals while a very high number, 24.1%, are 
tradespersons or labourers and related workers (Table 7.9). 
History of School C 
Land was acquired for School C in 1957 to reduce the enrolments 
at two neighbouring schools. The 1960s was an extremely important 
period for this area as they saw, according to a P & C Association 
booklet published in 1985, "major changes from a sedate garden area to 
a major residential suburb." 
The high school opened in 1963, four years after the primary 
school, to meet the needs of a burgeoning population. The enrolments 
for February 1963 were 132 students. Five years later, by July 1968, 
the enrolments had risen to 904 students. Today the school suffers 
from a chronic shortage of space as the enrolments stand at 1,464. 
This number represents a drop from 1984 when there were 1,700 students 
at the school (Table 7.10). 
While School B has problems associated with'falling enrolments. 
School C, as evidenced by the principal in the opening quotation. 
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eagerly anticipates a further drop in numbers, to bring the school 
down to a more manageable size. Almost every teacher and parent 
spoken to, commented on how the size of the school mitigated against 
close relationships with all those who belong to the school. 
The School's Philosophy on School and Community 
The prospectus from School C opened with a personal note from the 
principal to the parents and students, which reflected his 
individualistic and paternalistic style. Further on, emphasis was 
placed on the idea that "most parents are concerned about their 
students' progress." Space was then given to the various means used 
by the school to report on the students' progress. This reflected the 
principal's "Need Achievement Theory" which he spoke about at some 
length in the interview and which is reported later. The parents were 
also particularly welcomed to the variety of school functions arranged 
by the school. 
The Parents' and Citizens' Association appeared as a sub-heading 
under the heading "STUDENT ACTIVITIES". The following statement was 
made concerning the P & C: 
Schools need a good P & C, not just to raise money but to 
advise staff and administration and share the whole task of 
education. Every parent should belong to it. By doing so 
and attending its meetings the parent is unconsciously 
establishing in the minds of his student children the 
worthwhileness of educational activity and ensuring that 
they will work at peak performance. 
This was the only school among the three, where the names and 
telephone numbers of the president and secretary of the P & C appeared 
in the prospectus. 
Finally, the Textbook Scheme was dealt with in detail. This 
section was introduced with the words, "the P & C from this school 
offers a scheme by which students get all their texts and study 
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material ... for the return of the Textbook Allowance Cheque plus 
$10." 
Projects Relating to the Community 
In numerical terms this school scored marginally higher than the 
other two on the Data Bank on Parent Community Involvement in Schools 
(Appendix Kiv). The Principal placed a great deal of emphasis on the 
harmonious working relationships with the P & C, and particularly with 
that executive. He also stressed the importance of keeping the 
parents informed. The flow of communication was extremely well 
organised but tended to be one way, that is from the school to the 
parents. 
The role of the parents as information receivers and traditional 
helpers was illustrated in the examples commonly given of 
school-parent interactions by those interviewed. Both parents and 
teachers gave examples such as, helping with the school landscaping or 
the Work Experience Programme. The Book Scheme was the key 
interaction mentioned by the principal and many of the parents. The 
school was also involved in running a Learning Assistance Programme 
which was discussed by some of those interviewed but was passed over 
by the principal. 
The Work Experience Programme, the Learning Assistance Programme 
and the Book Scheme are therefore discussed in Chapter 9 in relation 
to this school. 
SUMMARY 
This chapter has given an overview of each school and outlined 
the socio-economic system in which it is embedded. An attempt has 
been made to glean from each school's public documents an expression 
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of the philosophy on school-community relationships. During the 
interviews the key role played by the principals in establishing the 
climate for school-community interactions became more noticeable. A 
separate chapter has therefore been devoted to analysing each 
principal's views on the relationship between the school and its 
community. 
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CHAPTER 8 
THE PRINCIPALS' VIEWS 
We haven't broken down the barriers between teachers and 
parents and got them talking to each other - everything is 
still channelled through the office .... We need to work 
at structuring situations to make parents feel at ease and 
unstructure situations to make the teachers feel at ease ... 
(Principal, School A). 
We haven't structured enough things to have the parents in 
the school ... . For example, the LAP means that parents 
are being seen, being around, and becoming part of the place 
(Principal, School B). 
The parents who are involved are community minded type 
parents - you see them in all worthy activities (Principal, 
School C). 
INTRODUCTION 
As the study progressed, it became increasingly obvious that the 
principals' beliefs as to what was appropriate was fundamental to any 
change taking place in Queensland schools. The views of the principal 
in each school, concerning the role that parents and the community 
should play in the life of the school, become central to an 
understanding of the relationship between the community and its 
school. The parents and teachers reflected the beliefs of the 
principal concerning the communities' role, to a degree unexpected by 
this researcher. 
Greiner's work on successful change had identified the 
involvement of the head of an organisation in either a leadership or a 
support role as an essential criterion for change and development. 
However, the emphasis placed on the principal's views by all concerned 
indicated that these views were a prerequisite to change rather than 
merely one of the criteria. Similarly, Schein highlights the role of 
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the founder of an organisation in establishing its corporate culture 
(Schein, 1984). This research points to the iterative role of the 
chief executive of the school in modifying that initial culture and in 
responding to it. 
This chapter therefore examines the three principals' beliefs and 
perceptions as to the role that the community, and the parents in 
particular, should play in their schools. The principals are labelled 
Principal A, Principal B and Principal C for clarity of reference in 
the text. Each principal also has a computer code number, 001, Oil 
and 021, as do all those who were formally interviewed (see 
Table 5.1). Where direct quotes are taken from any of those 
interviewed, the reference given in brackets after the quote relates 
to their computer code number and the page number of their interview 
schedule on which that quote appears. 
The material for this chapter primarily arises out of comments 
made by the principals themselves in their interviews. These data and 
the data in the following three chapters are dealt with comparatively. 
ROLE OF PARENTS AND THE COMMUNITY 
All three principals had come up through the traditional 
Queensland system. However, there were differences in their 
backgrounds. The Principal in School A was the youngest of the three 
and the most highly qualified, with a Bachelor of Arts, a Diploma of 
Education and a Bachelor of Education. His work history covered 
four high schools in Queensland, one of which was Bamaga (a map of 
Queensland is provided in Appendix F), a small country school with the 
majority of students coming from an Aboriginal background. He claimed 
that his experience there was particularly significant in providing 
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unforgettable evidence of the importance of the community. This 
Principal had been at School A for three years at the time that he was 
interviewed. Immediately after his arrival at the school, he had 
begun working to promote better school-community interactions.- His 
views on the role of the parents and the community were well developed 
and progressive. In 1985 he was promoted and left the school. 
The Principal in School C was the oldest of the three, with a 
wide range of experience in eleven different schools all over the 
State. He had been appointed to School C in 1982 and hoped to remain 
there until he retired in 1987. His views, coloured by experiences in 
country schools, were caring and paternalistic. 
The Principal in School B was appointed to the school in 1985 
from the position of deputy principal in School C. He had been on the 
staff of School C for the previous eleven years and had been 
influenced by the climate of that school. 
The Principals at Schools A and C had been at their schools since 
1982, while the Principal at School B had come from School C 
six months prior to the time at which he was interviewed. That 
interview was conducted when he felt that he was ready to be 
interviewed. This interview and later discussions with this principal 
particularly illustrated the iterative component in a principal's 
beliefs concerning the community. The principals' views are 
fundamental to the climate of the school, but most principals are also 
affected by the prevailing climate on their arrival at a school. 
Coming from School C, the new Principal had little experience of 
working with parents at the level that was to be formally expected of 
him at School B, that is, through a School Advisory Council which had 
been operating successfully for a number of years. How this Principal 
adapted to and altered these expectations would be a revealing case 
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study in itself, especially as parents expressed the view that they 
were becoming experienced at breaking in new principals. His entry to 
this school's level of expected parental participation was not made 
easier by the fact that the school had experienced a significant 
breakdown in relationships between teachers and parents over a 
co-operative evaluation exercise carried out prior to his arrival 
and reported in Appendix N. 
Regardless of an impression that there is an iterative component, 
the climate for the school in this area, as in others, is heavily 
affected by the principal. The Principals in School A and School C 
had strong and developed ideas as to the role and contribution that 
the parents should play in the life of the school. Their views were 
almost diametrically opposed and yet both commented that what they 
were saying about interactions applied to all schools. 
Principals' Views on their School's Community 
Principal C expressed clearly his view of the community in which 
he saw his school as being situated. He described the community as a 
middle class, upper working class area. To persuade the parents to 
come to the school, the school needed to "appeal to people's basic 
selfish needs and the fact that the majority of parents in this 
community want to ensure that the best circumstances for good learning 
and achievements are provided by the school" (021:10). According to 
this Principal, as illustrated in the quote at the beginning of this 
chapter, the majority of parents who were involved are "community 
minded parents - you see them in all the worthy activities." There 
was an element of praise in this statement which held the underlying 
message that other parents should model themselves on these "community 
minded parents." 
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Principals A and B did not make any such direct statements 
regarding their community. However, Principal A was well aware of the 
problems caused by a mismatch between the values or goals of a school 
and its community. He commented that in some schools the goals of the 
teachers and parents were very close (and School C would seem to be an 
example of this) and the methods for achieving these goals therefore 
met with general approval. It is much easier for the school system, 
as it stands, to function in such an environment. Other schools, as 
this principal mentioned elsewhere, are closer to crisis level due to 
a mismatch of values and therefore some action needed to be taken with 
far more immediacy. 
Principal B made no general comment about the community, except 
to say that he had been very surprised at the deep division in the 
teaching staff. "There are two quite recognizable camps in the school 
which I have never seen before. The parents are a significant factor 
in these camps" (011:11). In this school the parents tend to be seen 
on the same level as the teaching staff. Divisions are drawn across 
parent-teacher lines. This is unusual and presumably has something to 
do with the socio-economic and educational qualifications of this 
community. 
School-Community Interactions 
The introductory question in the structured interview asked the 
principals to give two examples of ways in which they thought that the 
community, particularly parents, could interact successfully with the 
school. The three principals made suggestions at different levels. 
These levels will be discussed in detail in the following chapter when 
analysing the projects. Their suggestions were also closely related 
to their own understanding and perception of the needs of their 
particular community. 
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Principal A suggested that the Morning Teas and the Neighbourhood 
Meetings were particularly successful. The reasons that he gave for 
their success were that they were non-threatening (a word often used 
by this Principal) and informal, and that the parents enjoyed them. 
This notion of the importance of the school in providing some sort of 
enjoyable experience for the parents was unique and linked to the 
needs of this community. However these meetings were not seen by the 
principal as ends in themselves, but were rather one step in the 
process of changing attitudes and taking the school back to the 
community. 
The Principal of School C put forward the traditional suggestions 
of parents helping at the school or the school organising evenings to 
give parents necessary information. These were successful as the 
major concern of parents in this area, he argued, was their own 
children. To quote Principal C, the parents were: 
quite happy to come to things that concern their own 
individual children but they don't want to be involved in 
the main P & C affairs. They are content to let the 
Principal and the staff and a few parents run the school as 
long as everything is going well. This is a very Australian 
attitude to schools (020:12). 
Principal B evidenced the transition that he was attempting to 
make in that he suggested that, concerning interactions, "there are 
trite ones such as the P & C", and then went on to list the 
two programmes that are particularly visible in School B, namely the 
Tutor Programme and the Advisory Council (neither of which appeared in 
the school prospectus). The success of these programmes was seen by 
this Principal in terms of the benefit that they brought to all those 
who were involved in them. Some stress was also laid on the fact that 
these particular programmes brought in the parents at "a different 
level from the one that they are used to" (011:1). 
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When discussing interactions that were not successful. 
Principal A suggested that the school's reading programme was not as 
successful as it could have been, because the numbers of volunteers 
had dropped from between thirty and forty to about seven. The 
feedback that he had received was that the parents could not handle 
what they saw as the lack of discipline and the disrespect shown to 
themselves and the teachers in the classroom. •" 
Principal B suggested that the recent co-operative evaluation 
(Appendix N) at his school was a classic case of an unsuccessful 
school-community interaction. It had led to a breakdown between the 
staff and the parents and created a great deal of distrust. This was 
an accurate assessment, as both parents and teachers described this 
incident in this way, although with slightly different 
interpretations. The Principal summed it up in his statement that: 
the teachers saw it as a slur on their professional 
integrity. They saw it as interference with their job and 
felt this criticism especially acutely as it came from the 
parents whereas they would probably have accepted it if it 
had come from an inspector (011:2). 
Principal C s reply to examples of failed interactions was: 
I can't think of any specific examples - I pride myself that 
these are areas where I try to make a success ... maybe when 
I try to get a big roll up to a P & C meeting and sometimes 
put on a stunt and only six come (021:2). 
To check whether these examples reflected the principals' beliefs 
as to the role of the parents, the principals were then asked whether 
they could give examples of interactions of a more significant nature 
•"•An interesting addendum to the failure of the reading programme 
occurred during a discussion in the Tuckshop. It seemed that two of 
the ladies had been involved. When asked why they were not still 
involved, they claimed that they had enjoyed doing it but that no one 
had asked them to continue when the new term began. They felt that it 
: was not their place to go and enquire whether their services were 
needed. They assumed that the school did not want them, illustrating 
again the low self-image held by most parents, particularly where 
interactions with a school are concerned. 
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which they would like to see occurring in their school (1.3.1). The 
purpose of this question was to find out whether examples of a more 
participatory nature might be given, or examples which indicated a 
focus on parents' needs, rather than the traditional product of the 
school, that is, the academic achievement of the students. 
Principal A's views of the possible interactions were broader than the 
traditional helper views of Principal C. Principal C was very much 
product-oriented whereas Principal A was concerned with the needs of 
the total school community. However, both.had as their central 
concern the improvement of the students' life chances. 
Principal A placed great stress on working to break down the 
barriers between teachers and the parents, as evidenced in the opening 
quote to this chapter. He felt that "we need to work at structuring 
situations to make parents feel at ease and unstructure situations to 
make the teachers feel at ease" (001:3). He claimed that there was no 
difference in schools, although at some schools it was more urgent, 
because schools had got so far from their communities that they had 
reached crisis level. All schools needed this type of interaction. 
"We must make goals of parents and teachers converge and it needs to 
happen in all schools" (001:3). 
School B was in the process of introducing a Learning Assistance 
Programme (LAP), and this was the significant interaction suggested by 
this Principal, as he felt that it really could benefit the students. 
"I am most impressed with the kinds of things it has done and the 
relationships it builds between the individual kids and the community 
members (011:3). Its occurrence in other schools, he argued, would 
depend on whether there were students who needed it, and whether the 
teachers were happy to introduce it. 
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Principal C s significant interaction was to introduce some sort 
of scheme, maybe linked to the returning of report cards, whereby "all 
parents have to come within the school at least once in the year" 
(021:3). This attempt to get the physical presence of the parents in 
the school was linked to what this Principal described as his 
deep-seated belief in the Need Achievement Theory. He defined this in 
the following way: 
This theory, stated simply, means that students achieve 
better when they experience a situation where they are 
encouraged by their own and their parents' attitude that 
they need to do well in the subject - or that school is seen 
as a good place to be and it is felt to be a good thing to 
succeed (021:3). 
Because of this belief, which is mirrored in the institutional 
ideology of school-community involvement discussed earlier, his 
argument was that getting parents into the schools should be the aim 
of all schools. 
In their overview of how they saw parents interacting with their 
schools, their implicit definitions of school-community involvement 
emerged. Principal A was concerned about the clientele of his school 
and was considering a range of informal structures to increase the 
community's general understanding of education. In an attempt to get 
away from the overbearing physical presence of the school, some of 
these interactions were organised away from the school premises, 
without any teachers being present. It could be argued that the level 
of participation was not particularly high, but a serious attempt was 
being made to build up the parents' confidence, by encouraging them to 
discuss anything that they felt related to the school, thus moving 
them into the educational domain (refer to Figure 2.2). 
Principal B was still in the process of reacting to initiatives 
that were being put forward in his school. Except for a deep-seated 
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belief in the importance of communication, social or otherwise, 
between people, there was no clearly thought-through view as to the 
role of parents. However, he did feel that structures were necessary 
to facilitate interactions, as described in the opening quote. 
Principal C had a clearly thought-through philosophy concerning 
the role of the parents, which equated closely to the ideology put 
forward by the department. This was based on the idea that the core 
issue in home-school relationships is that if the parents take more 
interest in the school (and that interest must be evidenced by their 
physical presence), then the children will do better in school. His 
suggested levels of interactions would have been firmly placed in the 
support domain with parents assisting (at times advising) in routine 
or programmed decisions (Figure 2.2). 
Views on Parents 
Principal A felt that it was impossible to paint any sort of 
picture of the parents involved. However, he did believe of the 
community generally that they needed to be trained to participate. 
His earliest successful attempt to get the parents to participate in a 
school decision concerned the rules surrounding the school uniform. 
"This was the first PARTICIPATORY decision in this school as far as I 
am aware" (001:4). 
In School B the Principal was more concerned as to how 
representative the parent group involved with the school was. It 
worried him that, in writing comments on the school reports of those 
students who were performing well academically, he already knew the 
majority of their parents, after only six months at the school. This 
would superficially seem to support the institutional ideology 
concerning parent involvement. Two other comments reflected 
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Principal B's view of parents who were involved. He described them as 
having strong self-concepts, being well-educated and demonstrating a 
sense of commitment that pervaded most of the things they did. This 
view was similar to the view of the good parent put forward earlier by 
Principal C. It also has strong middle-class overtones. 
While believing that parents generally did not wish to be 
involved, "it is a constant battle to encourage parents to be 
enthusiastic about what the schools are doing for their children. 
This enthusiasm doesn't happen automatically" (021:16), Principal C 
found it easier to describe the sort of parents who were involved, 
than either of the other two principals. These parents were warm, 
friendly, caring people with younger children. 
On being asked why people became involved with schools. 
Principal A demonstrated an understanding of the multi-dimensional 
reasons people have for their involvement in any facet of life. 
"People become involved, I believe, because of a wish to help their 
children's education or because they can get something out of 
involvement personally" (001:18). He added a further point which was 
central to his specific community. People become involved in the 
school "because it is a social system or network for them and that is 
very important for people in this area" (001:18). 
Principal B's views on reasons for parent involvement were more 
traditional. The difference in perception as to why females and males 
become involved also reflected traditional views. His own words 
illustrated this: 
One of the parents is involved in everything ... . She gets 
respect from her peers who perceive her as being involved 
and having influence. The teachers see her as a busybody. 
Another person is a deeply committed person towards the 
betterment of the school for all. It is not apparent to me 
that he is pushing for his own kid at all except in a very 
general sense (011:19). 
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The hierarchy in Queensland secondary schools presented in 
Appendix P is dominated by males. Due to societal constraints many of 
those from the community who are involved are females. Thus the 
gender variable, adds another dimension to the participation of 
parents. It was interesting to note that when talking or writing 
about parents or community members. Principal C referred to them and 
their children as male. For example, as quoted earlier, the school 
prospectus stated that "the parent is unconsciously establishing in 
the minds of his student children ...". 
Principal C s views on the reasons for parents being involved are 
interesting in that they seem to be contradictory. His claim was that 
parents are only involved for the sake of their children. They are 
involved in a very utilitarian way in that they want to see their 
children getting ahead. However, he does suggest that they do gain 
personally: 
For instance the parents who work alongside the resource 
teacher learn all about resource teaching and helping 
children who are behind the eight-ball. They learn 
semi-teaching skills. Some parents have also learnt to 
operate the computer for the storage and lending scheme in 
the library (021:16). 
He suggested that parents may become involved initially for the sake 
of their children and then stay on because they enjoy the company and 
the work in which they are involved. This secondary reinforcement for 
their involvement needs to be considered seriously in the light of the 
empowerment thesis. It needs to be considered whether this is not a 
better analysis or understanding of the motivation for involvement. 
For this Principal, empowerment is merely an unanticipated outcome of 
involvement and not to be considered as a primary reason. He 
envisages it as a reward for having indulged in the correct behaviour 
in the first place. 
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When discussing reasons for involvement, all three principals 
talked about the gains that parents made through their involvement in 
the school. These gains were only peripherally linked, if at all, to 
their children. Only Principal A seemed to see these peripheral 
reasons as valid and important in their own right. The idea that 
there may be many reasons, with resulting roles, that parents could 
and might prefer to play (King & Watson, 1976; Fullan, 1982; Williams, 
1982) does not seem to have been seriously considered. 
Views on the Involvement of Teachers 
Principal A encouraged teachers to think about these issues and 
the importance of parental participation. He claimed that "Teachers 
who have been here a long time have difficulties with open 
communication systems" (001:11). Principal B felt that the teachers 
did not set out to gain anything from working with parents and the 
community, but rather to give. Principal C described his teachers who 
were involved with parents as being more articulate, female and 
younger than some of the other teachers. 
Principal A's views were that these involved teachers were more 
student-oriented than subject-oriented, and that they could see what 
the students had to gain from a closer home-school connection. This 
view suggested that working with parents was more realistically a 
structural or systemic problem that the total school needed to 
address, rather than one that was left in the province of the 
individual teacher. This point is especially important in looking at 
secondary schools, where teachers interact with over 100 students 
every day. Despite these sorts of structural constraints, he argued, 
teachers do gain personally and there is the "development thing ,,, . 
They gain more confidence through having better relationships with the 
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kids because the kids know that their parents and the teacher get on 
well together" (001:21). 
Principal B portrayed an idealised view of the teacher, who is 
involved purely for the sake of the students, while Principal C 
suggested, more pragmatically, that the teachers' involvement related 
to their enjoying working with others. 
Issues of Concern 
An attempt was made to draw out of the total interviews any 
issues relating to the community that seemed to concern these 
principals. 
Principal A's concern was with the lack of structures to 
encourage the community to feel a part of the school. Overall, he 
commented, schools are not structured or designed for involving the 
community. He summarised his views in four key points: 
• History and tradition are against parents. People are 
reluctant to give up power, especially when it is "not what's 
happened before", 
• The way in which schools work, the way they are set up works 
against parents. Look at this school - where does the parent 
go? Schools are not designed to welcome outsiders. 
• The attitude of principal/parent/teacher may be against 
interaction. To many teachers parents are a necessary evil. 
• The view people have of their roles and their power and who 
they are responsible to has a major impact on interaction 
(001:17). 
Emphasis was therefore placed on providing a range of opportunities, 
through which parents could be involved and creating the appropriate 
structures for this involvement to occur. 
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Principal B's emphasis on structure was slightly different. "We 
haven't structured enough things to have the parents in the school. 
We need to structure it to start with. For example LAP means that 
parents are being seen being around and becoming part of the place" 
(011:17). However, this emphasis on being around was related to the 
more traditional role of serving the school. Any suggestion of 
power-sharing he saw as cause for concern, as illustrated in points 
made about the School Advisory Council (SAC) which he stressed was an 
advisory body and not as formidable as some of the parents would like 
to suggest. Moreover, the SAC did have problems as "the kids are not 
backward in coming forward with their opinions. Some parents 
unfortunately have used it as a complaining platform and I have 
already had to ask two parents to be a little more circumspect" 
(011:5). 
Principal C s concerns related to interpersonal relationships. 
There was no suggestion that any change in the structure was necessary 
except the stated belief that smaller schools improved interpersonal 
relationships. What concerned this Principal was "sometimes the 
foolish unwelcoming attitude of the administration or the staff. This 
is very seldom but it does occur" (021:17). 
SUMMARY 
Based primarily on an analysis of their interviews, all 
three principals favoured involvement of the parents for the sake of 
the students. The emphasis, however, was placed slightly differently. 
Principal C stated that any involvement was for the sake of the 
parents' individual child, while Principal B felt that many parents 
were concerned for the sake of all the children. His views reflected 
the stated views of the parents in his new school. Neither of them 
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suggested that there should be any move towards parent participation. 
Principal C s examples of interactions all fell into the category of 
traditional helper, while Principal B expressed grave misgivings as to 
exactly how far the parents should be involved. The School Advisory 
Council in School B evidenced the closest to participatory behaviour 
on the part of the parents in that school. These parents also had a 
sophisticated view as to the contribution that they were capable of 
making. This view had been encouraged in the past by previous 
principals with successful results and the ensuing climate was still 
very much in evidence. 
The Principal in School A demonstrated a commitment to educating 
the school community into participatory behaviour. This was not based 
on a naive belief in power-sharing, but rather on a carefully thought-
through position on power and decision-making which was expressed in 
the following way: 
In some situations it is rightfully a parents', kids' and 
teachers' decision. However in administrating decisions I 
look at the stake people have in the decisions and the 
expertise in that area before I decide who should be 
involved in the decision. Therefore I don't always operate 
'democratically' (001:15). 
Accepting that progress in this area inevitably would be very 
slow, he felt that any moves in the area of increasing the level at 
which parents interacted with the school "might be the start of a 
process of knowing how to be involved and consequently wanting to be 
involved" (001:16). The emphasis was still centred on the students, 
as this Principal's over-riding aim was expressed thus: 
I hope they get a school run the way they want it run as 
this is my eventual aim. I hope the kids do better at 
school and are happier. I hope the parents feel they know 
what's going on in the school (001:19). 
The support for this Principal from the parents, including the 
one negative case who thought he was "an idiot to worry about what the 
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parents think", was extremely high. This support came through clearly 
in the way that their ideas, expressed in the interviews, reflected 
what he was trying to achieve. Despite their limited educational 
backgrounds, compared with those of the parents of the other 
two schools, they were grappling with, and grasping, sophisticated 
educational ideas. More importantly, their own self-concepts had 
improved and in many cases they gave examples of how they had 
experienced a sense of self-empowerment through their involvement in 
the school. These rationales for involvement became central to this 
thesis and are discussed in depth in Chapter 11. 
The conventional views of Principal C were reflected in the 
positions taken by parents and teachers interviewed. There was no 
doubt as to the ability of the parents to carry out difficult and 
time-consuming operations, for example the Landscaping Project and the 
Book Scheme, and yet there was no hint of a suggestion that the 
parents could be involved in the school in any other way than that of 
the traditional helper. 
Principal B had understandably been influenced by the ethos of 
the traditional helper at School C. Parents who saw any other role 
for themselves ran the risk of being labelled busybodies, particularly 
if they were female. The iterative nature of the interactions between 
the school and its community comes under the spotlight in this school, 
as the expectations of the parents differed from the experiences and 
consequently the expectations of the new principal. The difference 
between believing in the importance of good interpersonal working 
relationships and the need for structures to develop participatory 
decision-making was brought into sharp focus by this school. Here a 
discrepancy existed between the perceptions of the principal and the 
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parents as to an acceptable role to be played by non-teaching adults 
in the school. 
It is striking to note however that in all three schools there 
does exist a measure of congruence between the views of the principal 
and the parents in the school community. In School B the lower level 
of congruence was related to a number of problems and the more recent 
arrival of the principal. This issue will be raised throughout this 
thesis as the direction of causality in establishing the climate of a 
school is particularly problematic. On the one hand it can be argued 
that the principals set the climate as to how the parents and the 
teachers viewed the involvement of the parents, and the level of that 
involvement. The roles that all actors were expected to play were 
clearly laid down. For instance, in two of the three cases, where the 
principals had been at the school for a number of years, the majority 
of those who were involved in the school seemed to have been 
socialised into reflecting that principal's beliefs, regardless of 
their own educational background. In School B the principal was new 
and the parents generally reflected the educational beliefs of the 
previous two principals. 
On the other hand, it is also possible that principals adjust to 
the expectations of the parents, and that these expectations are 
lodged in the communities' own socio-economic conditions. This 
research seems to indicate that both directions operate interactively. 
In addition, the Education Department does attempt to match principals 
to schools as far as they are able, to prevent any obvious conflicts 
from developing. 
The following chapter addresses the projects in which the 
interactions and relationships of the participants are intimately 
embedded. 
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CHAPTER 9 
SCHOOL-COMMUNITY PROJECTS 
It is very hard to get involved in this school. It is not 
really a high involvement school. There is little place for 
contact in the high school ... . They [the parents] feel 
that the only involvement is fund raising ... 
Only twice have we refused a request. A teacher wanted a 
very expensive home economics book, $54, we felt that there 
should be another book that could cover it so went and 
talked to her. She hadn't realized that the book was so 
expensive and she went and found two books that did the same 
job and were cheaper. One teacher wanted a different book 
to the ones that the other staff were using. There was a 
great turn over in that department but they eventually 
settled it in the department (Parent, School C). 
INTRODUCTION 
The previous chapters investigated the socio-economic context of 
the school, and the climate in the school emanating from the 
principals' beliefs about the involvement of non-teaching adults in 
the school. This chapter describes and analyses the projects in which 
the interactions and relationships of these participants are 
intimately embedded. 
While some of the information includes side references to P & C 
activities and to Tuckshop participation, these two activities were 
not focussed upon for the following reasons. First, the study set out 
to look at the processes in the introduction of programmes or projects 
that involved the community. The Tuckshop and the P & C are too 
routine and long established in Queensland schools to fall within this 
focus. The second objective was to access parent and teacher 
attitudes and rationales with regard to involvement in schools. Louis 
(1985) argued that such "tacit" knowledge is best accessed under 
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conditions of change, disruption of routine or new projects. For both 
these reasons this research focussed on newer projects. 
The projects examined in this chapter are those that were 
discussed in detail by interviewees. These projects were introduced 
in Chapter 7 where background case material on each school was 
provided. 
The Data Bank on Parent-Community Involvement (Appendix K) 
completed by the three principals reflects a similar spread of 
activities involving parents in each school. No attempt has been made 
to check the accuracy of the perceptions of the principals in filling 
in this Data Bank beyond providing them with a glossary of terms 
(Appendix Kiii) to be used when completing it. Certainly the 
perceptions of the particular parent quoted at the beginning of this 
chapter would not seem to be congruent with the perceptions of the 
principal at that school. Although the perceptions of the principals 
were congruent with those of the Regional Director and his inspectors. 
School C evidenced a definite gap between the principal and some 
teachers and parents. Some explanation may be gained from looking at 
the paternalistic style of this principal. Brehaut's (1982:6) query, 
relating to the findings from the research in Brisbane North based on 
the same Data Bank, also must be borne in mind. "... It is my belief 
that some respondents have responded positively to activities which 
are taking place at their school irrespective of whether or not there 
is parent or community involvement." This particularly applied to 
Section 4 of the Data Bank (Appendix Kii) where the problem of the 
difference between involvement and participation came into focus. For 
this study the Data Bank was used to indicate merely whether there 
were numerous interactions occurring in these three schools. The 
182 
results, when compared with the figures emerging from the Brisbane 
North study (Carss, 1980) broadly indicated that there were high 
levels of interactions in these three schools. Appendix Kiv presents 
and discusses a table drawing a comparison between the three schools 
based on the information given by the principals through the Data Bank 
instrument. 
Despite surface similarities, those interviewed at the 
three schools chose different projects to discuss. However a degree 
of commonality in the projects chosen for discussion within each 
school existed. Table 9.1 illustrates the category of the projects 
chosen for discussion by the participants, and Table 9.2 indicates the 
projects on which this chapter will concentrate. The participants 
were responding to a request to describe a project with which they 
were familiar (Appendix J, Question 2.1). Projects were chosen for 
in-depth discussion, after encouragement from the interviewer to 
choose projects that the participants felt were important to 
school-community interactions. They were not always the projects that 
the participants had chosen when describing their notion of successful 
interactions at the start of the interview. Rather, they were 
projects that were felt to be significant in the life of the school, 
and where it was felt non-teaching adults played an important part. 
In School A, the project most often discussed was the School 
Advisory Council. In many cases this was related to the Neighbourhood 
Meetings, organised in this area to gain more feedback for the 
school's deliberations. School B concentrated on their School 
Advisory Council or the Learning Assistance Programme being developed 
in the school. All seven who gave examples of projects in the 
Traditional Helper category came from School C (Table 9.1). The 
participants here concentrated on projects such as their major 
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TABLE 9.1 
CATEGORY OF PROJECTS CHOSEN FOR IN-DEPTH DISCUSSION 
BY THOSE INTERVIEWED 
Category 
of Project 
Advisory 
Traditional 
Helper 
Instructional 
Discussion 
Information-
giving 
Social 
No Choice 
Total 
Scho 
A 
7 
0 
0 
2 
0 
1 
0 
10 
B 
8 
0 
2 
0 
0 
0 
0 
10 
ol 
C 
0 
7 
2 
0 
1 
0 
1 
11 
Teacher 
7 
3 
3 
1 
1 
0 
1 
16 
Parent 
8 
4 
1 
1 
0 
1 
0 
15 
Female 
6 
.3 
1 
1 
0 
1 
0 
15 
Male 
9 
4 
1 
0 
1 
0 
1 
16 
Total 
15 
7 
4 
2 
1 
1 
1 
31 
TABLE 9.2 
PROJECTS TO BE DISCUSSED IN THIS CHAPTER 
Actual Projects 
Schools at which 
Projects occur 
in 1986^ 
Category of Project 
Book Scheme (BS) 
Community Tutor 
Programme (CTP) 
Learning Assistance 
Programme (LAP) 
Neighbourhood 
Meetings (NM) 
School Advisory 
Councils (SAC) 
Work Experience (WE) 
A 
A 2 
A^ 
A 
B 
B' 
B 
Traditional Helper 
Instructional 
Instructional 
Discussion 
Traditional Helper 
Notes: •'•Some of these projects were not in operation when initial 
interviews were carried out. 
^Indicates that these projects were discussed in the 
interviews. 
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Landscaping Project or the organisation of the Book Scheme. The Book 
Scheme was seen, by those who described it, as placing the parents in 
the traditional helping role. Yet, as will be discussed later in this 
chapter, and as hinted at in the opening quotation, considerable power 
was placed in the parents' hands. This power went unrecognised by the 
school and therefore raises further questions as to the usefulness of 
a uni-dimensional model for analysing interactions. In most cases the 
choice of projects reflected the category of the principals' choice. 
DESCRIPTION AND ANALYSIS OF LEVELS OF INTERACTION 
As Blumer (1970) has suggested, the use of concepts which play a 
central role in a research programme need to be subjected to scrutiny 
throughout a study, so the concepts of involvement and participation 
are continually under scrutiny in this study. Chapter 2 introduced 
the concepts and looked at that of participation, with its notion of 
power-sharing, more closely. That chapter developed a theoretical 
model of the levels at which interactions in a school might occur. It 
was argued that at least three factors need to be taken into 
consideration. These are the Area or Domain in which the project is 
situated, the Complexity of the kinds of decisions that are expected 
from the parents, and finally the Stage of the interaction or 
decision-making cycle at which the parents are working (Figure 2.1). 
This model can be used now as a framework for analysing the projects 
that were chosen as the most significant, by those interviewed for 
this study. Table 9.3 presents the maximum level of participation on 
the three dimensions for each kind of project, based on the formula 
given in Chapter 2 (Table 2.1). 
The dimension of Area or Domain is of crucial importance in 
deciding how far parents are allowed to participate. If the activity 
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TABLE 9.3 
MAXIMUM LEVEL OF PARTICIPATION ASCRIBED TO DIFFERENT KINDS OF PROJECTS 
(based on Figure 2.2) 
Project 
Book Scheme (BS) 
Community Tutor 
Programme (CTP) 
Learning Assistance 
Programme (LAP) 
Neighbourhood 
Meetings 
School Advisory 
Council (SAC) 
Work Experience 
Area/ 
Domain 
1 
3 
•3 
3 
3 
1 
Com-
plex! 
2 
1 
1 
% 
3 
1 
Note: Scores range from 1 (low) to 3 (hig 
ty 
h) on 
Stage 
3 
1 
1 
1 
2 
1 
Overall 
Multi-
plicative 
Rating 
6 
3 
a 
6 
11 
1 
each dimension, giving 
a highest multiplicative score of 3 x 3 x 3 = 27 for each kind 
of project. 
occurred in the support area, such as the Book Scheme (or the 
Tuckshop), the parents were allowed more freedom of action. At the 
Neighbourhood Meetings, where the parents discussed any topic relating 
to the school, whether any attention was paid to these discussions 
depended entirely on the goodwill of the administrative team, and so 
no restraints were placed on what was discussed. Activities, such as 
the Book Scheme and the Tuckshop, correctly or incorrectly, were not 
perceived to have influence over what occurred in the classroom. 
Where the activities related directly to the classroom or central 
mission of the school, as in various Volunteer Tutor programmes, the 
parents had little say in the organisation of these activities, and 
were carefully guided and supervised. Work Experience Programmes were 
the least participatory, as the parents or the community had no say in 
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the setting up or running of such a programme. They were merely 
expected to respond to the school's requests for placements. Where 
the School Advisory Council was concerned, parents were allowed to 
participate more in deciding on choices for film evenings and less in 
decisions relating to examination timetables. This position will 
become clearer as each project is discussed. 
The kind of project, or the role played by community members, did 
not, in themselves, determine the level of interaction actually 
achieved by any particular school, in any particular kind of project. 
For example, in one school the School Advisory Council may be confined 
to advising on peripheral support issues only, while in another advice 
is sought on educational policy issues. Or, in one school, the Book 
Scheme may be run on a prescribed routine basis, while in another a 
great deal of discretion is given to parents. Where particular 
schools in this study achieved different levels of interactions or 
where levels have differed over time in any one school, this is 
described in the analysis of each project given below. 
As the following analysis will indicate, the socio-economic 
status of the school as described in Chapter 7 also had little impact 
on the type of project that was in operation. The projects reflected 
more closely the views of the principal than the needs of the 
community, although of course the principals may have taken these 
needs into account - but only within their own framework of beliefs. 
The six projects appearing in Table 9.2 are described below. The 
description of each project is followed by an analysis of the level of 
interaction in the project, using the framework outlined above. No 
attempt has been made here to analyse each project in terms of its 
initiating processes as this aspect has been concentrated upon in the 
following chapter in the search for patterns across cases. 
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Book Schemes 
Prior to 1986 this scheme was in operation only in School C. It 
has since been introduced into School A and School B. One of the 
parents interviewed had been involved with the scheme since its 
inception in School C. Although her children had left the school, she 
still controlled the operation with commendable efficiency. In the 
past there had been no payment for these services but the operation 
had become so complex, with the growth in school numbers, that a 
secretary (another parent who had recently given up part-time work) 
had been employed on a minimal salary. These two parents discussed 
this project, as did the Principal who chose to describe this scheme 
as the most participatory project in his school. 
Briefly the idea behind the scheme was: 
to buy and then hire all the textbooks for Grade 8s. Both 
textbooks and printed workbooks were to be hired, and in 
departments where we didn't have textbooks as such, 
necessary materials and equipment were to be included in the 
hire of the textbooks (029:4). 
There was a strict requirement that monies could only be used for 
textbooks or closely related resources. The money for the scheme 
initially came from the government cheque sent to each parent for 
books. As the scheme grew, a $10 levy was added to this contribution 
to cover more expensive purchases such as computers and the rising 
administrative costs. 
The scheme has been extremely successful and according to those 
interviewed runs very smoothly. The decision-making committee is a 
sub-committee of the P & C, and is made up of the principal's 
representative (which has always been one of the deputy principals), a 
parent elected by the P & C and, at present, the paid secretary. The 
treasurer of the P & C, according to a parent, should also in 
principle be on the committee. The make-up of this committee is in 
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itself unusual as the parents outnumber the teachers. Money is 
divided between the departments by this small committee on a priority 
system. Subject masters pass on their requirements to the deputy 
principal who takes them to the committee. In the case of English set 
books these go to the P & C first for discussion and consultation. 
At other schools the subject masters do the ordering but 
this can be very wasteful so at this school they have to go 
through the deputy for permission if they want anything new 
and he brings it to the committee (029:7). 
This small committee keeps a tight control over the finances. 
Some of the teachers have "needed to be given a straight picture" as 
to how the scheme works and the principal also has had to be "pulled 
into line ... as he is very generous with the teachers and then just 
passes things on to the Book Scheme and sometimes this is really a 
grant or departmental expenditure and we have to pass it back to him" 
(029:8). 
As the opening quotation illustrated, a teacher had been 
requested to find books that were more reasonably priced. In another 
case, financial considerations again dictated that a teacher was 
refused a set of textbooks, as others had been bought too recently to 
make it economic to purchase a further set. The committee in these 
cases was making their decisions on an economic basis but the 
acceptance of their right to be involved in this way, seemed to lie in 
direct contradiction to the accepted subservient ideology expressed by 
all of those interviewed in the school. The contradiction may be 
partly explained by the fact that the school equated these book-buying 
activities with the role that was played by parents in the Tuckshop. 
Tuckshop mothers in many schools wield a considerable amount of unseen 
power. It is conceivable that through controlling the book purchases 
for the school, this small committee could have an impact on the 
curriculum decisions made by the school. The Queensland government 
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has stipulated that this money belongs to the parents, and may be 
handled only by parents. School administrators are in an anomalous 
position in being debarred from taking responsibility for this money, 
which is rapidly becoming essential to the effective running of 
secondary schools. 
The Book Scheme is seen by most participants to be operating in 
the support area rather than in the educational area (Figure 2.2). 
For that reason the parents are allowed to make interpretive or 
unprogrammed decisions and to carry through their decisions at the 
highest stage (Table 9.3). If they were seen to be making educational 
decisions it is likely that the principal would step back in, and 
reduce the complexity and stage of the decision-making. As it is 
operating at the present in School C, the Book Scheme must be seen as 
one of the more participatory projects, not only in that school but 
also in comparison with projects in other schools. 
Community Tutor Programme 
This programme had been introduced into School B by the English 
Subject Master some years previously. It had grown as an extension to 
an earlier programme called the Readers' and Speakers' Workshop and 
was now in the process of being transformed into a Learning Assistance 
Programme (LAP). This teacher felt that it was his job as English 
Subject Master to improve the level of literacy in the school 
community. (This community already had the highest educational level 
[Table 7.8].), The Readers' and Speakers' Workshops had been run, out 
of school time, with the help of parents and community members, for 
anyone who needed help in the areas of reading and speaking. In 1985 
it had been renamed the Community Tutor Programme (CTP). In 1986 the 
programme was to be extended across the curriculum to help students 
with problems in all areas. The English Subject Master felt that "we 
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had been supported by parents for many years with R & S Workshops, so 
we had the experience and confidence and the basis of support already 
in existence" (015:5) to develop such a programme in the school. 
In 1985, the programme involved eight adults (four parents and 
four community members) who worked twice a week, on a one-to-one 
basis, with chosen Year 9 students, focusing on the English programme. 
The results, in terms of the students' marks in tests, were extremely 
gratifying although the programme was not without problems. The fact 
that "the parents and community members who have volunteered are an 
able and experienced group, for example one is a teacher and another a 
retired librarian" (015:4) was remarked upon as facilitating the 
prograimme. The importance of the help, support and encouragement 
given by the Community Liaison teacher from the Education Department's 
Curriculum Branch was equally stressed. 
In essence, the programme involved a student working on a 
one-to-one basis with a parent or community member who had been 
instructed by the teacher to cover the same content as the rest of the 
class. Early in 1985 the volunteer tutors had received a brief period 
of training from a lecturer at the local College of Advanced 
Education. The English Master was aware of and sensitive to the needs 
of the school and its community. As he expressed it, "the individual 
in the community also needs to get personal development and 
satisfaction out of the school" (015:10). 
Parents and community members were here involved in the 
educational area, as they were helping teachers with their teaching. 
However, what the volunteers did was routine and programmed. They 
assisted the teachers without having any input into what was being 
taught. These volunteers were very involved but the participation 
level was low (Table 9.3). 
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Learning Assistance Programmes 
During 1985 the above programme was extended into a Learning 
Assistance Programme (LAP) in School B (Appendix Q). 
Parents and community members had been used in School A also, to 
help students in the basic areas of literacy and numeracy. They had 
particularly been involved in a reading programme. Initially in 1984 
as many as forty parents had been involved. This number had dwindled 
to seven as, according to the Principal and teachers, many of the 
parents had difficulty in coping with the sorts of problems the school 
faced. In the Principal's words, there is a "lack of discipline in 
some classrooms and parents don't like seeing this ... for example a 
student says 'get stuffed' to parent or teacher and the teacher does 
nothing about it" (001:2). In 1985 the programme virtually ceased, 
but in 1986 a vigorous programme working on the LAP principles was put 
into operation. The fifteen parents involved have been through a 
three-week training and are now active in the school. 
In School C the resource teacher involved the parents in a 
similar tutoring programme. She faced ongoing problems in that "we do 
not have a LAP co-ordinator and there is just not enough time to 
organise the volunteers much as we need them all" (027:2). This 
programme developed from a remedial programme that had been in 
operation since 1984. Parents had been used since its inception. A 
poignant example of what was being attempted was painted in the 
following example: 
We have this little Aboriginal boy in the remedial group who 
has a good maths ability but couldn't even read his own 
name. A parent took him aside and worked with him and by 
April he could not only read his name but could write a 
whole page. His self-concept has improved - it is the 
biggest thing that has ever happened to him (027:4). 
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The "parent" who was tutoring this student was also interviewed. 
She was the grandmother of a student at the school, new to Australia 
and had gained a great deal from this interaction. If money had been 
available, according to one of the teachers, the school would have 
taken the opportunity to use her not inconsiderable skills to greater 
advantage to herself, the students she worked with and the teachers. 
In School C the volunteers had not been given any formal 
training. They usually observed for the first month and then worked 
closely with the resource teacher. The grandmother, reported above, 
spoke about the inadequacy of this sort of training, as it relied on 
the parent already having the required skills, as she herself had. "I 
told [the resource teacher] that I had done a course in adult 
literacy, or how to teach adult illiterates, knowing that I was coming 
to Australia and thinking that it might be useful" (030:4). She went 
on to say that "if the parent hasn't got the 'nous' you're just 
becoming a nuisance to the staff and making them more harassed" 
(030:9). 
The problems in using volunteers in a tutoring capacity are 
compounded by the level of educational skills that the community has 
to offer the school. School B has a pool of highly skilled community 
members while School A has very few (Table 7.8). All three schools 
are involving parents and other community members using the rationale 
that it is "good for the students". Although this is the 
institutional rationale, there is an acceptance and understanding 
among the teachers involved, that is often openly expressed, that it 
is good for all those involved. Again the needs of the area tend to 
differ. In School A these needs relate to unemployment and low 
self-concept, in School B they relate to an ageing, well-educated 
population and in School C they relate to the needs of a mobile 
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community. Thus one project such as this may meet different needs in 
different communities. 
As in the earlier Community Tutor Programmes, those involved in 
LAP are working in the educational area, but as assistants in routine, 
programmed work. In School B, there was an interesting move in 1985 
to get the volunteers together, to discuss the best approaches that 
they could use in working with these students. The grandmother quoted 
above, from School C, commented on how she would like to meet with the 
others and discuss what they were trying to do, rather than just be 
handed the work for the day. As these projects stand, at the moment, 
in Queensland, in these three schools, they are low on participation, 
as defined in our model. 
Neighbourhood Meetings 
These meetings pertain to School A and are linked to that 
school's School Advisory Council (Table 9.2). The Principal was aware 
that, although invited to make suggestions, this community was 
unlikely to make any comments directly to the school as their 
knowledge of education was limited, and attitudes towards schooling 
were far from positive (refer to Tables 7.7 and 7.8). To increase the 
input of parental ideas, great care was taken to organise these 
meetings in the neighbourhood. The idea was to make them as open and 
non-threatening as possible. 
During 1984 over 100 parents were involved and the views 
expressed were fed back to the SAC. These meetings provided an 
opportunity for those parents who did not physically come to school, 
for whatever reason, to participate in the direction that the school 
should be taking. There was an acceptance evident here on the part of 
the Principal, that the physical presence of the parents should not be 
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used as an indicator of the level of their interest in the school and 
their children. 
The meetings were held in the homes of community members. 
Parents who were seen to have some influence in the neighbourhood were 
encouraged to participate as the hosts. They invited parents in their 
immediate neighbourhood, especially those they knew, to tea in their 
homes. The school was discussed and a parent member of the SAC took 
notes. This material was typed up and handed on to the SAC for 
discussion. A report from a meeting held on 19.5.1984 appears in 
Appendix R. No teachers attended these meetings. 
One of the weaknesses mentioned by those interviewed was that 
there was a breakdown in communication, in that there was no organised 
reporting back to these groups. Some meetings were more successful 
than others and this seemed to depend on the popularity, or status, of 
the person holding the meeting. On one occasion, at a meeting held by 
a lone mother, no one turned up. 
School A was the only one of these three schools to attempt to 
gauge parental opinion in this way, outside of the formal structure of 
the P & C, although parents at School B spoke about how they would 
like to see such meetings operating in their area. Neighbourhood 
Meetings have the potential to become a useful force in decisions made 
by a school. No restrictions were placed on the topics for discussion 
although key issues for discussion were suggested. These issues were 
those that were seen to be important at the time, such as whether the 
school should have a school uniform and what sort of school rules the 
parents felt were appropriate. The Principal stated that "the school 
community needed to clarify and define their school philosophy and 
rules for themselves" (001:5). Depending on the issue under 
discussion, the area or domain might be categorised as support. 
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administrative or educational. The interpretive or unprogrammed 
background material was sent to the SAC to assist them in their 
deliberations. 
How participatory Neighbourhood Meetings are is difficult to 
gauge. If the material discussed is unacceptable to the school, the 
school is able to ignore it, because the stage is so low. The parents 
are not deciding upon anything, nor are they giving advice, they are 
merely providing miscellaneous information. For instance, the parents 
were most concerned about the glue-sniffing occurring in the school 
grounds. At a meeting they reported this but the deputy principal 
denied it ever occurred and nothing further was done, according to the 
parents (Appendix R). The negative case teacher made this point very 
strongly, when she pointed out her views on the worthlessness of the 
entire exercise, due to this lack of follow through. Nevertheless 
Neighbourhood Meetings do have a reasonable potential for 
participation. 
School Advisory Councils 
Two of the schools. School A and School B, have School Advisory 
Councils. The Council had been in operation at School B since the 
late 1970s. At School A it was a more recent innovation coming into 
operation in 1982. 
The role of the SAC in School A had, according to those 
interviewed, slowly become more defined. Initially the principal 
dominated the meetings. According to one teacher, by 1984: 
the council members are now more inclined to express their 
views, give opinions and generate ideas. The school is 
therefore involved in building parent self-confidence and 
self-esteem. You are empowering people. We don't have a 
body of parents pressing on the doors. It is a slow 
educative process (003:8). 
196 
Some of the teachers at School B, in contrast, were concerned 
that they did have parents pressing at the door. In this school, the 
parents who were involved in the SAC were highly educated, had 
strong self-concepts and believed that they had a right to influence 
the direction of the school. They also believed that they were 
involved with the school for longer periods than the principals, so 
that in many ways they provided the continuity that any organisation 
needed to grow and change. 
Even in relation to the traditional P & C Association, there was 
fear in the minds of some teachers at School B of the parents "taking 
over", as the following quotation indicates: 
A clique of parents decided to take over the school in terms 
of governance and in effect got the staff ["academic" is 
inserted before the word "staff"] very hostile to the P & C 
committee ... most of what they are trying to do is dead 
against the law - i.e. the Education Act p.13 says that no 
P & C can interfere in the governance of the school. If 
this changed you would certainly need to re-negotiate a new 
contract with the teachers. The Education Department is 
sitting on the fence. Some of those in the P & C are 
attempting a left wing attack disguised as participatory 
democracy. They are the middle class radicals of the 60s 
(016:2). 
The above participant, the negative teacher case, went further in 
describing one of the parents. This quotation is particularly 
interesting, as the teacher is clearly seeing beyond the accepted 
rationale for parent involvement to the individual needs of parents, 
albeit somewhat negatively! 
We have a left winger who is infiltrating the 'soft 
underbelly' of capitalism as he sees it. He is a person 
whose life has made him anxious for power and so he has 
exercised this power need through P & C activity (016:9). 
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It was stressed that the SAC in School B had to be continually 
reminded that they were advisory, to prevent the parents trying to 
wield illegitimate power. 
The composition of the SAC in the two schools is different. In 
School A the focus is on community and parent membership, while in 
School B the SAC is made up of equal numbers of teachers, parents and 
students. As already indicated, the councils are also viewed in 
differing lights. In School A the council is dependent on the 
principal. It is seen as a way of developing the community through 
increasing the community's input into the school and developing 
self-esteem through pride in the school and its achievements. With a 
change in principal in 1986, and two relieving principals in 1985, the 
SAC in School A has stagnated. The input from Neighbourhood Meetings 
has ceased and the new principal has yet to express any opinion as to 
the direction the SAC will take. 
School B has also been faced with changes in principals, but the 
parents, already more empowered, have made a determined and assertive 
effort to keep the SAC alive and functioning in the same manner as it 
has in the past. They have worked to have the concept of a SAC 
incorporated into the philosophy of the school. Delegations have been 
sent to the Education Department to discuss this philosophy with the 
Department and the need for new principals who are in agreement with 
this approach. The parents are proactive compared with the dependent 
parents in School A. 
Although the views that the two bodies of parents have of 
themselves and their ability to contribute in these two schools, are 
very different, the legal powerlessness of the parent body remains the 
same. For example, in School B, a parent suggested that the SAC was 
playing an increasing role in significant decisions made in the 
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school. He was promptly reprimanded and reminded that the SAC was 
advisory, nothing more, and that that should be borne in mind at all 
times. The previous principal in School A was concerned to empower 
the parents, where decisions that effectively related to them were 
involved. In School B the continual worry seemed to be to draw the 
parameters for the involvement of the parents very carefully. 
Conflict may arise where SACs are concerned. Two parents in 
School B, for example, argued that they should be involved in policy 
decisions concerning the life of the school and its curriculum, and 
that they should be part of the decision stage, and not be merely 
advisory. The advice of members of this SAC had, under an earlier 
principal, been sought on a policy matter relating to a curriculum 
change but the emphasis was still clearly placed on the advice stage. 
Matters in all areas or domains are discussed at SAC meetings and 
may include those at the policy level. The emphasis in Queensland 
secondary schools is placed on the advice stage of the decision-making 
cycle. The School Advisory Councils in both School A and School B 
however would rate as the most participatory of the projects under 
discussion here (Table 9.3). School B's SAC is possibly more 
participatory than that of School A, as the council in the latter was 
only at the earliest stage of its development. 
Work Experience 
The final project to be discussed is that of the Work Experience 
Programme. This was mentioned in School B and School C, only by 
teachers, as an area where significant school-community interaction 
occurred. Defining community involvement in this way follows 
Matheson's (1984:5-6) reasoning. Community involvement, or 
participation, according to Matheson, occurred outside the school, 
with the school becoming involved in community activities. 
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In practice parents and the community did not participate at all. 
Parents were involved peripherally in the programme, in that their 
co-operation might be requested in helping to place students for work 
experience. Teachers who organised this programme engaged in 
correspondence with employers, but in neither school was there a 
committee including parents or community members helping to organise 
the programme. 
At School B a dinner was held at the end of the programme to 
thank the employers. This was organised by the school but was hosted 
by the parents who personally knew many of the employers. At School C 
teachers were encouraged to go out and visit students and thereby make 
further contact with the community. However, these interactions could 
hardly be defined as significant levels of participation. 
The area of the Work Experience Programme is that of support. 
The complexity of the decisions expected from the parents or the 
community in relation to the school are routine or programmed as all 
the guidelines and procedures are laid down. The stage is one of 
assisting in a school-planned activity. In terms of participation, 
this project would rank the lowest of all the projects (Table 9.3). 
SUMMARY 
Initially the study planned to concentrate on projects which 
could be defined as participatory in nature. Attempts were made to 
persuade those interviewed to discuss the most significant projects in 
the school, on the assumption that those projects chosen would be high 
on participation. This also assumed, erroneously as it turned out, 
that parents saw participation as important in their interactions with 
the school. This view failed to take into account the different 
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reasons parents gave for becoming involved. These reasons are 
explored in depth in Chapter 11. 
Of the projects studied here, only the Book Scheme, as run in 
School C, and the School Advisory Council, more particularly in 
School B, could be identified as having participatory overtones. It 
may be argued that none of these projects is participatory, as to be 
truly participatory in terms of the way the construct is generally 
used in the literature, a project would need to fall into the 
educational area and be involved with policy decisions, where the 
parents were not merely giving advice but were making the decisions. 
But, as it was argued in Chapter 2, such an all-or-nothing 
definition of participation is not sensitive enough to the 
multidimensionality of the concept, nor does it adequately express the 
range of levels of involvement present in this study. 
Certainly, such a polar definition does not reflect the 
importance of lower levels of involvement in the eyes of participants, 
for however we analyse them, these projects are the programmes within 
which the processes of involvement took place. It was within the 
parameters of projects such as these, that those interviewed perceived 
their own involvement and the involvement of other teachers and 
parents. It is therefore these processes and perceptions that command 
attention in this study, together with the rationales that the 
participants suggest for their own and others' involvement. 
The material for the following two chapters which covers 
processes, perceptions and rationales for involvement is drawn from 
observations and the in-depth interviews conducted over a period of 
three years in the three schools. Chapter 10 concentrates on the 
definitions and processes of school-community interactions in the 
three schools while Chapter 11 investigates the reasons people give 
for their involvement. 
201 
CHAPTER 10 
THE PROCESS OF SCHOOL-COMMUNITY INTERACTIONS 
In many cases students with reading problems feel more 
comfortable with a parent who is a non teacher, also parent 
(male or female) gets a feeling of satisfaction helping a 
child with a problem ... . Parents also discovered that 
they could go and see the Principal and voice their problems 
and this is really good for parents brought up in days when 
they were terrified of schools (Parent, School A). 
INTRODUCTION 
The way in which parents and teachers both conceive of and 
perceive the processes of involvement of non-teaching adults in 
schools is central to this study. Perceptions of such processes and 
the factors relating to them were investigated by means of a 
structured interview schedule. This chapter examines that content of 
the structured interview which concerns definitions of community 
involvement, factors both facilitating and blocking school-community 
interactions and the processes of these interactions in the case of 
successful programmes. 
Processes of involvement exist in interactions between parents 
and teachers at the micro level of individual interactions in each 
school. These interactions are embedded in the variety of projects or 
programmes outlined in Chapter 9. Not only do they take place within 
different projects, but they are also encompassed by different school 
climates which are dependent on the philosophy of each principal. 
Each school, in turn, exists in a different geographic and 
socio-economic community. All of these levels of analysis are borne 
in mind while the processes of school-community interactions are 
analysed. 
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As noted in Chapter 5, interview protocols were content analysed. 
The summary results of this content analysis appear under Table 10 at 
the end of this chapter. For each question, four types of data are 
given to facilitate comparisons. These are the frequencies for 
teachers as opposed to parents, for the three schools, for female and 
male participants and for cases in favour of involvement as opposed to 
negative cases. The negative cases were chosen to represent a body of 
opinion which was expected to present contradictory evidence or views 
to those being presented by adults, or cases, who expressed favourable 
views on school-community interactions. After each major point of 
interpretation, reference is made to the question and the data or 
table on which the interpretation is based. For example 
Table 10.1.1.1 in brackets behind a sentence indicates where the data 
on which the comment is made, may be found. The relevant data will 
appear in the table under Question 1.1.1 at the end of this chapter. 
In making comparisons between schools, gender, parents and 
teachers and cases and negative cases, •'• no attempt has been made to 
cast interpretations in terms of statistical significance, although 
for fullness of information these are reported. First, cell numbers 
are too small for such a procedure. Secondly, this thesis is based on 
a qualitative and holistic interpretation of these interviews, backed 
by other data and the participant observations of the researcher. The 
interview data are presented in condensed tabular form to assist the 
reader in obtaining an overview of the general range of opinions 
expressed by those in the study, in the belief that too often 
that material is lost. The interpretation, however, is based on the 
^The use of "case" and "negative case" terminology is admittedly 
clumsy, but is used in the interests of brevity to distinguish between 
those who took a positive view of involvement in programmes ("cases") 
and those who were against them ("negative cases"). 
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combined qualitative interactive responses of those interviewed, 
rather than solely on the condensed content analysis material in which 
much of the richness of the data is lost. 
DEFINITIONS OF COMMUNITY INVOLVEMENT 
Differences and Similarities 
Each interview began with an attempt to discover how the 
respondent conceptualised the involvement of the community in the 
school. Rather than ask for a definition, the technique of asking for 
critical incidents was used. 
The views of the three principals have been covered in detail in 
Chapter 8. They expressed a variety of viewpoints which reflected 
different relationships with and perceptions of parental involvement, 
and different concepts of the roles that were suitable for parents to 
play within the school. They also differed in their consideration of 
whether schools had anything to offer parents personally, or whether, 
in fact, schools should offer parents or non-teaching adults anything. 
Neither teachers nor parents had any difficulty in giving at 
least two suggestions as to examples of community involvement, which 
they felt were particularly effective. No clear differences were 
evident in the examples given by teachers to those given by parents 
(Table 10.1.1.1), Those interviewed felt that the areas of 
traditional helper and that of parents being used as tutors 
(Instructional category) were the most successful forms of 
interaction. Advisory roles and interactions which encouraged 
discussion were felt to be the least so. The point needs to be raised 
as to whether these perceptions reflected what was appropriate, or 
merely what existed. An attempt to encourage participants to consider 
204 
a "more significant interaction" did not lead to any great change in 
the level of suggestions, as will be discussed later. 
A difference however did emerge between the schools rather than 
between the teachers and parents. Three of the four examples at the 
Advisory level came initially from School B. This school had a wider 
spread of possible successful ways in which the school and its 
community could interact than the other two schools. School C showed 
less interest in social activities than Schools A or B, perhaps 
reflecting the more encapsulated social groupings in the latter 
two communities. "The class morning teas are successful because they 
are more of a social gathering than a meeting ... and that is really 
nice" (010:1) said a parent in School A. Female respondents 
outnumbered the males in suggesting the appropriateness of social 
activities, presumably reflecting the needs of a particular group in 
this gender-oriented choice (Table 10.1.1.1). 
Discussion followed as to why these particular interactions were 
successful. Teachers stressed the importance of these interactions 
for the individual children, while parents suggested that these 
interactions helped the school generally. The differences between the 
three schools again became apparent in that those at School B did not 
suggest that interactions were useful for giving parents information. 
School C ignored the social aspect as a possible reason for the 
success of interactions and was the only school to suggest that 
interactions were successful as they helped the teachers 
(Table 10.1.1.2). "Quite simply, without the help of the volunteers I 
wouldn't be able to cope," stated one teacher in this school. Any 
moves that lessened the gap between the school and its community, as 
evidenced in the opening quotation from a parent, were seen as 
important by teachers and parents in School A. 
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Males in all schools were more likely to suggest that 
interactions helped the school generally. There is a link here to the 
fact that males tended to suggest traditional P & C-type activities as 
examples of successful interactions. 
The working bees give an opportunity from the male point of 
view. Most working fathers can't do much during the week 
and it gives them the opportunity to make a physical 
contribution to the life and facilities of the school 
(028:1). 
Females were more likely to suggest that interactions were successful 
if they were information-giving sessions or included an opportunity 
for parents to learn more about the workings of the school. 
I introduced a morning tea for the parents of Grade 8 
students, involving Grade 9 parents as hosts, to meet the 
Grade 8 co-ordinator and listen to the Principal. The 
English subject master usually comes to advertise the 
Readers', Speakers' and Writers' Workshop (013:1). 
In an attempt to discover whether those being interviewed had 
experienced any other forms of involvement which they now viewed as 
failures, participants were asked to give examples of interactions 
which, in their opinion, had been unsuccessful. No great difference 
emerged in the examples given for successful interactions and failing 
interactions (Table 10.1.2.1). The unpleasantness caused by the 
Co-operative Evaluation in School B was mentioned by all except one of 
those interviewed in that school. As this interaction had such a 
traumatic effect on the school it is reported in detail in Appendix N, 
Reasons given as to why these interactions failed were different 
from the reasons given as to why other interactions were successful. 
The major reason given by both parents and teachers related to poor 
organisation followed by parent-blaming, that is "parents' 
disinterest". The view that the school climate was unwelcoming and 
that the interaction was inappropriate in the first place were also 
considered as reasons for failure. Teachers particularly blamed poor 
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organisation for the failure of some attempted interactions 
(Table 10.1.2.2). 
A couple of years ago we had a disastrous parent-teacher 
event. Parents could come any time they liked to discuss 
their child with the teacher. Half the teachers disappeared 
at 3 and only a few parents came. Other parents rolled up 
after they got off work only to find that the teachers that 
they wanted to see had gone home. There was a lack of PR 
work and organisation. The times were arranged to suit the 
school and the teachers rather than the parents. The times 
need to be arranged to suit the parents if you want to 
ensure success and that it works. With both parents often 
working this is a large problem but it has to be organised 
to suit the parents otherwise they will not come and after 
one thing which they have found to be a waste of time it is 
difficult to get them to come the next time (031:2). 
School C gave examples relating to unsuccessful efforts the P & C 
had made to involve parents. They blamed the parents for the failure 
of these interactions and put it down to parent disinterest (see 
one parent's report in Appendix M). The males were more likely to 
suggest that the interaction was a failure as it was inappropriate in 
the first place. The negative cases were strongly represented in this 
group. Half of this negative group had been involved previously in 
advisory activities concerning the school, and it was these activities 
that they were commenting on when making their "inappropriate" 
remarks. 
The negative cases in all schools had been exposed to 
participatory interactions and were opposed to the community, and more 
centrally parents, becoming involved in that way. They felt it added 
nothing to the school and diminished the professionalism of the 
teachers. Their views were based most often on negative experiences 
in this area. 
Perceptions of Significant Interactions 
As indicated earlier, the respondents defined school-community 
interactions in terms of involvement or traditional interactions which 
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they had experienced. To discover whether these views reflected their 
view of reality rather than what they thought ought to be occurring, 
those being interviewed were asked whether they could "give examples 
of a more significant interaction which [they] would like to see 
occurring in [their] school" (Table 10.1.3.1). 
This technique of encouraging participants to suggest activities 
higher up the involvement-participation scale as defined in Chapter 2, 
was marginally successful, in that fewer gave examples from the 
traditional area. Suggestions fell more often into the educational 
area but did not reflect a higher stage in the decision-making process 
(Figure 2.2). The suggestions centred around how the community and 
the parents could help the teachers more in the area of "relevancy". 
Examples given concerned using "experts" in the classroom on a one-off 
basis, or using community members as aides to assist the teachers with 
students' learning difficulties (Table 10.1.3.1), Those who knew of 
the LAP were very enthusiastic about its potential for assisting both 
students and teachers. 
Where "experts" were concerned, the following comment came from a 
negative case parent, in School C, who was against any interference on 
the part of the parents in the school. He had moved his younger 
children to a different primary school, when he felt that the parents 
were interfering in the primary school that his children had 
attended, and where he himself had been very involved for a number of 
years. 
I have only thought this through very vaguely. I would like 
to see the skills that people have in their ordinary 
employment, in some way being conveyed back to the 
classrooms .... It would be an attempt to get students a 
little personally informed of the working situation (028:3), 
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He went on, tentatively and somewhat apologetically, to give an 
example that concerned him, as he had been peripherally involved in 
this area for a number of years. 
There seem to be a lot of high school visits arranged to go 
through factories. I would like to see them do a proper 
follow-up on those, or do far more preparation for them. 
They sometimes seem to me to be a waste of time (028:3). 
This idea was an extension of the traditional helper concept. 
There was no suggestion that parents might participate in deciding the 
curriculum for the students but rather that once teachers had decided, 
parents might help teachers to carry it through more effectively. 
A far more radical suggestion came from another parent in the 
same school. The source was surprising, in that this parent was 
adamant about parental lack of interest in education generally, 
claiming that parents would attend for one night only if it directly 
affected the "scholastic involvement or achievement of their 
children". This view reflected that of the principal's "Need 
Achievement Theory" in this school. Both laid considerable blame on 
the parents for their lack of support. 
I would like to see a lot more dialogue between teachers and 
parents in these areas. Dialogue with the parents of all 
those students who have to stay on longer at school because 
of lack of employment opportunity but particularly those 
students whose parents are either disinterested or not 
involved generally. This involvement would have to be 
ongoing. This needs to occur because some disadvantaged 
children require special subjects and the involvement of 
their parents is needed to understand what is available and 
to decide what subjects their children should study. 
Involvement in the content details would mean that the 
subjects were more meaningful for these students (my 
emphasis). However the run of the mill Australian is very 
apathetic. He is very adept at criticizing but not too good 
at getting involved in an ongoing war (024:3). 
Both parents and teachers were keen to suggest other interactions 
which they would like to see occurring in the school. If an 
interaction was good for one school, in most cases it was seen to be 
209 
good for all schools. The reasons for suggesting that these 
interactions be introduced was that they would improve the educational 
life chances of students. 
Conclusion 
Overall those interviewed defined community involvement in terms 
of school-community interactions where lower forms of involvement 
rather than higher levels of participation were concerned. Both 
successes and failures in school-community interactions were seen as 
varying forms of involvement. The reason for the failure of 
interactions tended to be poor organisation, while the reason for 
success tended to be that the interaction performed some useful 
function. When an attempt was made to push the participants from 
involvement to participatory suggestions, the outcome was merely more 
detailed involvement suggestions but moving in to the educational area 
or domain. With these "more significant suggestions" the 
institutional ideology relating to "for the good of the children" came 
through more clearly than it had done in the discussion concerning 
other interactions. 
Notable exceptions to this pattern were the parents in School B 
and some of the teachers in School A. Both groups suggested a more 
participatory role for the parents. The Principal of School A, 
however, asserted that certain safeguards concerning parent and 
community participation needed to be observed. These safeguards 
related to the principal's right to decide on the level of the 
relationship between the area, the complexity of the decision and the 
stage where their participation was concerned (Figure 2.2). 
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SCHOOL-COMMUNITY INTERACTIONS 
Factors facilitating School-Community Interactions 
There has been some discussion as to whether the climate of a 
school is important in encouraging or blocking adults from entering 
the school. It has already been mentioned that the Tuckshop is the 
only place in the school where the body of parents (mainly mothers) do 
feel a sense of ownership and belonging. This is a very different 
feeling from that expressed and experienced by parents elsewhere in 
the school. In an attempt to gain a deeper insight into facilitating 
factors, the participants were asked: "What factors do you feel need 
to be present to ensure that the community, particularly parents, 
interact successfully with the school?" 
In one way or another the majority of the participants mentioned 
the difficult-to-define climate (Table 10.5,1). It was stated that 
the school must be "an open welcoming place and this can only come 
from the Principal and the teachers" (018:17), or that it was 
important that there was "an environment conducive to discussion and 
communication" (015:17). According to Principal A, "the atmosphere 
must be right - there must be deliberate attempts to set up an open 
climate. The Principal also has to really want to do it" (001:17). 
Not surprisingly the creation of this open climate, which is 
one dimension of organisational culture, was seen to be the 
responsibility of the principal, or at least was directly associated 
with both his personality and his management style. The male gender 
is used, as all the principals in this study, as in most Queensland 
secondary schools, are males (Appendix P presents a gender analysis of 
the hierarchy in Queensland secondary schools). 
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The male respondents were less context- and more task-oriented. 
They seemed to feel that there must be a task to be completed, and 
that the organisational side must be efficient with all the structures 
already present, for the involvement to be satisfactory. School C 
respondents were particularly keen on this task or instrumental 
aspect, as were male teachers (Table 10,5.1). A group of parents, 
spread through all the schools, claimed that good communication was 
the key to facilitating interactions. In School B and School C a few 
teachers stressed the importance of "responsible" people. 
Factors blocking School-Community Interactions 
It was suggested by most of those interviewed that one needs to 
look both to the parents and to the schools to find the factors 
blocking interactions. Parents did not become involved because they 
were fearful of schools, partly though ignorance and partly through 
recalling their own unhappy school days. Parents from School A, with 
the lowest educational levels (Table 7.8) particularly spoke about 
this latter feeling regarding schools. Teachers and the 
administration, on the other hand, were often held responsible for the 
unwelcoming climate in so many schools. 
Parents in School B and School C emphasised the "inertia" of the 
parents which is illustrated in material presented in Appendix M. 
School B highlighted the problem of working parents which was not 
mentioned by School A. This is understandable if it is placed in the 
macro socio-economic context of each area, because the unemployment 
rate in area A is higher than in either of the other two areas 
(Table 7.6). 
Parents were more critical of other parents, and teachers were 
more critical of other teachers and their attitude towards the 
parents, than they were of each other. Parents expressed sympathy for 
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the teachers and the increasing demands being made on them. Teachers, 
on the other hand, expressed sympathy for the parents and the demands 
that living in this day and age made on their time. This view was no 
doubt biased by the fact that reasonably good communication existed 
between the parents and teachers in the group interviewed. 
Conclusion 
These findings support those of Pettit (1980, 1981) and others 
(Tronc & Cullen, 1976; Nielsen, 1981b; Encel, 1982; Spring, 1983a; 
Robertson, 1984b) who have documented the importance of a welcoming 
school climate for involving parents and community members into the 
school. Most of those interviewed highlighted the role of the 
principal in creating and sustaining such a climate. The gender 
differences regarding the climate were slight, but suggested that 
females placed more emphasis on good communication and positive 
relationships than the males, who tended to stress the more 
utilitarian aspects of structure and organisation. The role of 
teacher or parent was secondary to gender in these cases. 
THE PROCESS OF SCHOOL-COMMUNITY INTERACTIONS 
Having ascertained the level at which participants were 
conceptualising school-community interactions the development of a 
project was discussed in detail. The analysis of the project was 
broken down into two areas. The first was an analysis of the process 
of the project and the ways in which people became involved which is 
discussed in this chapter. The second was an exploration of teacher 
and parent perceptions of the project which introduces the following 
chapter on parent and teacher rationales for involvement. 
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At this stage in the interviews, participants had been encouraged 
to discuss a project which was of "a more participatory nature" 
(Appendix J, Question 2). This encouragement was reflected in the 
fact that half of the participants chose to discuss their School 
Advisory Councils (Table 10.2.1). Except for the Information and 
Social Evenings, which are self-explanatory, all projects chosen were 
described in Chapter 9. 
The Greiner-based process model (Figure 3.1), developed in 
Chapter 3, suggested that in a successful change, the first phase to 
be identified was that pressure, expressed in dissatisfaction with the 
school climate in some particular area. Phase two concerned a change 
agent, usually the principal, taking some form of action. 
Phases three and four consisted of setting up support systems in terms 
of people and resources. Phase five was concerned with action and 
developing the roles of those involved. Phase six related to 
implementation and continuous evaluation and finally phases seven and 
eight contained an acceptance of the project as an integral part of 
the school curriculum, together with an ongoing widening process to 
improve the school climate. 
Some of these suggested phases were reflected in these data and 
are demonstrated below. Differences that do emerge will lead, in 
Chapter 12, to a re-evaluation of some of the basic assumptions behind 
this and, therefore, Greiner's model of the change process. 
Origin of a Project 
There are inevitable problems in defining what is meant by a 
successful innovation. This study has accepted an objective 
definition, namely that of still being in existence after three years 
(Table 10.3.1), and a more subjective definition, that of the actors 
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involved feeling that their involvement has been worthwhile. All the 
projects that have been discussed in the previous chapter met the 
first criterion. Some of the projects that were described as being of 
more recent origin had grown out of very similar projects. In the 
case of the second criterion, only the negative cases, and not all of 
them, felt that the innovations had been unsuccessful - usually 
because they were "inappropriate". 
Phase One: Pressure for Change 
If these projects can be labelled as successful innovations it is 
important to attempt to pinpoint where the innovations originated, 
Davies (1975), in his paper on educational change, suggested that 
pressure for change, which is integrally linked to an innovation, may 
come from exogenous or endogenous factors, Fullan (1982) added 
natural events or disasters to these two factors, while Middleton 
(1982) emphasised historical developments. An important aspect of the 
drive for an innovation lies in a belief in the efficacy of the 
change, or the valuing of the importance of moving in a particular 
direction. Although the evidence is clear that the beliefs of the 
principal are crucial due to the organisational structure of 
Queensland schools, it is also important to note that small nvimbers of 
people were present in all three schools who valued highly a 
particular innovation. 
In the schools in this study, stimulus to innovate in school and 
community relationships came in part from outside the school, although 
a few of the participants believed that the innovation resulted from 
the principal's personal beliefs (Table 10.2.2.1,1), The impetus was 
often exogenous, in that a new idea that was in operation elsewhere 
was accepted as an approach that could be successfully introduced to 
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meet a lack in the school. In that sense it could be argued that 
these innovations had both exogenous and endogenous causes. For 
instance in School A, one participant replied that "I think that there 
was a precedent set in Victoria where the idea has been put into 
practice" (006:5), while another replied that "it started off as a 
school idea. The Principal fervently believed that people need to be 
involved and need to participate" (003:5), 
In School C there were similar responses about a totally 
different project, "We'd heard about it operating in other places and 
the Principal suggested that we look at the idea" (029:5), and in 
School B, "the Principal read the Ahern Report and decided tha'c School 
Councils were a good idea" (013:5); or, put another way, "a former 
Principal was an innovative man who was looking for ways of involving 
the community" (012:5), 
Phase Two: The Change Agent 
As important as where the project originated, is the question of 
who actually initiated it. The majority of those interviewed were 
quite clear that the principal had not only initiated the project but 
had also been responsible for the early work in setting up the 
processes to run it (Table 10,2.2.1.2). A few suggested that it was a 
teacher who had been influential in setting up the project. In 
projects where it was claimed that a teacher was the initiator, the 
projects related to parents or community members being involved in a 
tutoring capacity, at a lower decision-making level. In only one case 
was it suggested that it was a parent who had been the initiator. 
This parent, reflecting the exogenous process, had shown the teachers 
a video on the Learning Assistance Programme which had inspired them 
to develop such a programme out of similar existing programmes. The 
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parent had had no part in setting up the programme after the initial 
video showing, although she had been involved as a helper. 
Reasons for initiating these innovations were also investigated. 
The reasons were evenly divided between those who felt the initiator 
was working from a value base, to those who were more pragmatic and 
felt that practical considerations were the motivating force. This 
latter group included those who responded that the initiator wanted 
"to get promotion" (Table 10.2.2.1.3). They were cynical about the 
notion of participation particularly, and innovations in general. 
Their cynicism does not mean that these responses can be ignored. 
Fullan (1982:15) discussed this point: 
we have every reason to believe that the changes were 
adopted by superintendents who were on their way up the 
career ladder largely as a result of their innovation 
record. And yet this is not necessarily a description of 
their conscious motives. They could have been (and probably 
were) convinced that the innovations in question would solve 
a great many problems. Intentions do not matter, however, 
if the quality or appropriateness of the innovation is not 
fully considered, or if the main sponsors of the program do 
not remain on the scene for more than a couple of years (my 
emphasis). I do not know of any systematic studies of the 
career patterns of "innovative superintendents", but there 
are too many case-study examples which indicate that one of 
the main consequences of introducing innovations is career 
advancement of the sponsor and subsequent failed 
implementation of the innovation (Fullan, 1982:15-16). 
A respondent at School A expressed this view in the following way: 
"Because he [the Principal] is upwardly mobile the SAC is a means to 
an end - it is a way of playing the system" (004:5). Even more 
bitingly critical was the following comment from a respondent at 
School B: 
The Principal saw himself as an innovator and was very 
trendy. He also thought that he was very creative. I'm 
sure he also believed it was a good idea. He was well aware 
that promotion in the Education Department is more rapid for 
a Principal who builds a reputation as an innovator than one 
who concentrates on administrative and educational 
excellence. Note that innovation means anything new - not 
necessarily better (016:5). 
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The principals in both these schools have received promotions. 
The response of the parents in School B to the knowledge that 
their innovative principal was likely to be promoted was to attempt to 
build the SAC into the philosophy of the school. The level of success 
achieved is questionable, if the fact that no mention of the SAC was 
made in the 1986 school handbook is taken into account. However, the 
fact that the SAC is still in existence, despite the new principal's 
lack of experience or knowledge of such councils, evidences their 
determination. The parents in School A were far more fatalistic 
concerning the likelihood and the consequences of their principal's 
promotion. The feeling was expressed that they would have to wait and 
see what the next principal wanted. One of the parents however felt 
bitterly let down by the "Principal deserting us". This parent 
expressed unbounded admiration for the principal, but there was an 
underlying feeling that "he couldn't have really cared no matter what 
he said otherwise he wouldn't have left us." This feeling of 
suspicion towards the teachers was detected only in School A. The 
socio-economic context of the school is central to any attempt to 
understand this response. The parents at this school resignedly 
accepted high staff turnover, well aware that it was not good for 
their children's education. 
School A and School B were more idealistic than School C in 
maintaining that the projects involving school and the community were 
initiated for ideological reasons. Respondents from School C, in 
sharp contrast, suggested that the motives related to practical 
considerations (Table 10.2.2.1.3). The projects in School C were more 
practical in nature, reflecting Principal C s beliefs as to the 
appropriate traditional-helper role of parents. It is also 
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interesting to reflect on the observation that the community of this 
school was upwardly mobile with a strongly individualistic practical 
ethos. 
Development of the Project 
It is clear that in the majority of cases of innovations in 
school-community interactions the principal was the initiator. The 
next step for the initiator, or change agent, was to attempt to 
involve more people, or build up a nucleus of supporters for the 
intended project. 
Phase Three: Setting up a Support Group 
In all cases teachers dominated this phase (Table 10.2.2.2.1). 
Two-thirds of the participants however claimed that either 
"interested" parents or "selected" parents were also involved at this 
initial stage of generating interest. The principal's authority was 
indicated, in that participants believed that people became involved 
because the principal chose them (Table 10.2.2.2.2). Where parents 
were concerned the following was a typical comment: 
The parents were involved because the Principal suggested it 
and said that he thought it would be a good thing. It is 
always flattering to be recognised as important and having 
it suggested that you have a contribution to make (020:6). 
Or, if the teachers were being referred to, those who were involved at 
the start were often described as "the Principal's drinking group ..," 
(004:6). 
Others described the motivation and process of becoming involved 
slightly differently. Two such examples were: 
After the Principal had suggested it, I and a couple of 
mothers were elected by the P & C to go and look at schools 
where the scheme was working. We were involved because we 
had all been at the school for a while (029:6). 
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because they were all interested caring people. Parents 
were asked to nominate at the Annual General Meeting [AGM]. 
I guess the teachers were asked to nominate in the same way 
(017:6). 
The second quote was from a parent in School B. It was only in this 
school that there was an indication that once a project was in 
operation, involvement took place through voting. 
The view of the principal as all-powerful came though clearly 
again where one parent was describing her recollections as to how a 
project was set in motion. 
The Principal just seemed to announce at an AGM that he was 
going to convene this council. He gave a short talk about 
it but listening to him I didn't understand the importance 
of the council. Six parents were elected at that meeting 
.... I don't think that the Principal had spoken to anyone 
else before those meetings (013:6). 
This process of involvement by invitation in most cases continued 
as the project developed. Although the initiator may at some stage, 
depending on the project, issue general invitations to become 
involved, a network developed where those who were involved, among the 
parents particularly, drew in others who were known to them. This 
process even occurred where elections were held through the P & C. In 
many cases the principal had already persuaded the individual to offer 
himself or herself for election. 
The process was superficially different with programmes such as 
LAP. Invitations to become involved were sent out via news-sheets, 
but it still tended to be community members who were known to the 
school, or were already familiar with the school, who became involved. 
In School A, this networking process was carefully fostered in an 
attempt to ensure the success of the Neighbourhood Meetings. In 
simple terms, parents who felt that they knew the principal, or the 
initiator, were most likely to be successfully involved, elected or 
otherwise. There was little evidence of grassroots initiative. 
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Somebody in the school environment had had to work hard to get people, 
be it community members, parents or teachers, involved in 
school-community interactions. 
A gender difference appeared in the perceptions relating to why 
these people became involved. Half the female respondents suggested 
ideological reasons while the males were more utilitarian in their 
responses (Table 10.2.2.2,2), As one would expect, there was a 
difference between the schools. People at School A and School C were 
involved through invitation. Only in School B was emphasis placed on 
the importance of involvement through an election procedure. 
Phase Four: Action and Resources 
In the majority of projects, the groups met in the school on a 
regular basis, under the guidance of a member of the teaching staff. 
The higher the decision stage, the more likely it was to be the 
principal who was in charge. This person set the agenda and made all 
the key decisions as to what should occur. Very few diversions from 
this pattern occurred in School B and School C. In School B the 
chairperson of the SAC was a parent. This was encouraged by the 
initiator, an earlier principal, as an attempt to step back from the 
centre stage. However, the principal still drew up the agenda, 
thereby deciding what would be discussed at meetings. Reservations 
were expressed by those interviewed at this school, who argued that if 
it had not been for the particular personality of the chairperson, and 
his high educational standard, a parent would not have continued as 
chairperson. At School C, within the operation of the Book Scheme, 
parents dominated the time, place and agenda of the interactions, 
although the range of material under discussion was limited to school 
text resources. 
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Phase Five: Enlarging the Grassroots Base 
Those, interviewed suggested that none of the projects had changed 
in any dramatic way. Both SACs, for instance, had been set up with a 
certain membership in mind. The numbers had remained constant, 
although different people were involved each year. In a few 
significant cases, the same people had remained involved which helped 
guarantee successful operations. Where growth was hoped for in 
schemes such as LAP this had not occurred. Only seven of the 
respondents felt that overall more people in the school community had 
become involved in school-community interactions as a result of the 
projects. 
These findings indicate that if participants were using diffusion 
of the project in terms of numbers of people as a criterion for 
successful school-community interactions, none of the interactions 
studied here would have met this criterion. Yet these have all been 
labelled as successful projects, both by the Education Department and 
the majority of the participants, despite the lack of any obvious 
grassroots swell of involvement. 
This could mean that phase five of the suggested change model 
(Figure 3.1) is not being given careful enough consideration in the 
schools. Alternatively, it could be that the model developed here is 
inappropriate and in this respect has limited descriptive or 
explanatory value. The fact that projects were seen as successful and 
yet were not developing a great deal of support in terms of numbers 
involved could indicate that a more decentralised, atomistic model of 
involvement in change is more appropriate. This notion would sit 
easily with the concept of multiple roles that parents wish to play. 
A critique of total diffusion models such as those of Greiner will be 
further developed in Chapter 12. 
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The notion that schools should start an innovative process in a 
small way and build on small successes was accepted by most 
participants. It could be that due to lack of time and resources the 
necessary work to enlarge the grassroots base was not occurring. In 
many cases there was an obvious need for a clearer role definition of 
those involved. A further problem existed in that a commitment to 
weakening dependence on the initiator would need to be present for 
this phase to be successfully completed. Whether this is in fact 
possible in the Queensland system is debatable. 
Half of the participants claimed that roles had become more 
defined and that the participants had become more articulate 
(Table 10.2.2.3.3) as the project developed. This point was stressed 
in School A, where the Principal had articulated a particular strategy 
along these lines for the members of his school community. Teachers 
suggested that roles had become more defined while parents, and more 
so males, claimed that participants had become more articulate. In 
School C some respondents were satisfied with the role the parents 
played, feeling that there were no reasons for the participants to 
change. Interestingly, this contradicted other evidence which 
indicated that the parents who were involved had changed: they had 
become more assertive and articulate as they became the authorities in 
the projects with which they were involved. As one parent commented: 
I am more confident in finding my way around the school and 
have even got to the stage where the ladies in the staffroom 
offer me a cup of coffee ... I pressured hard for the child 
to be tested for dyslexia ... (030:8). 
Phase Six; Implementation 
In the projects studied here, there was little evidence to 
suggest that structured attention was paid to evaluation after 
implementation. Self-reflection on the processes of these 
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school-community interactions was severely limited. Some of the 
teachers interviewed actually remarked on this lack of personal 
reflection when commenting on their interviews. 
Phases Seven and Eight: Expansion and School Climate Improves 
Success in one area does not automatically lead to success in 
other areas or even to the introduction of changes in other areas. 
The process is far slower and far more dependent on the actors 
concerned than this model would suggest. Further discussion on this 
point appears in Chapter 12. 
Conclusion 
This research indicated that it is usually principals who 
initiated school-community interaction innovations. They introduced 
an idea that they had seen in operation elsewhere. The process 
followed was to develop a small group of supporters who shared their 
subjective reality of what the change entailed (Fullan, 1982:28). In 
order to do this the majority of people who became involved were 
directly linked to the initiator in some way. The early development 
was dominated by the principal or a senior member of the teaching 
staff. In rare instances the reins of control were handed over to a 
parent but this was done on the unexpressed understanding that the 
principal, or his representative, may reclaim this power at any time. 
These successful innovations did not lead to a groundswell of 
involvement in the school. Nor, it will be argued in Chapter 12, 
should this be the normative model. Principals are developing 
one project at a time, rather than attempting a massive diffusion over 
the entire school. The success of this process would seem to 
challenge some of the assumptions behind the Greiner model. 
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Participants did become clearer as to what was expected of them. 
For some, this meant development of self-confidence leading to an 
increased ability to articulate their ideas. This point is explored 
further in the following chapter in a discussion of individual 
rationales for involvement. At any one time the number of people 
involved in the school was not greatly increased, but the quality of 
interaction with the school improved. 
SUMMARY 
A number of key issues emerged from the data presented in this 
chapter. Community involvement was defined in terms of lower forms of 
involvement rather than higher forms of participation. Parents and 
teachers in the same school tended to conceptualise school-community 
interactions in a similar way. Differences were therefore more likely 
to appear between schools than between parents and teachers in the 
same school. When asked to give more significant interactions, 
participants provided examples from the education area but these 
examples did not necessarily represent higher levels of 
decision-making. The more the level of the interaction was of the 
traditional helper variety, the more likely the participants were to 
claim that the interaction was successful and problem-free. 
The climate of the school was seen to be important to most 
participants. Females tended to place more emphasis on good 
communication and positive relationships than males who were more 
task-oriented and stressed structures and organisation. Where school 
climate was concerned, in most cases views expressed were affected 
more by gender than whether participant was a teacher or community 
member. 
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Chapter 11 continues reporting the interview data at the micro 
level of individual perceptions. Perceptions concerning involvement 
in a project are explored before looking at the characteristics of 
those who are involved, according to those interviewed. Finally, the 
rationales for the involvement of both teachers and parents are 
examined from the point of view of the participants. The study 
focuses on rationales for parent involvement in order to examine how 
the views expressed here reflect or contradict institutional views 
regarding rationales for involvement. 
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TABLE 10 
RESUiaS OF THE CONTENT ANALYSIS OF 
a3IE INTERVIEW PRCOXXXJLS 
Section A : Background -to School-Conrounitv Iirteraction 
1. Ttowards a personal definition of school-ocmnunity involvement 
1.1.1 Thinking about the ways in which the catmunity, particularly 
parents, could interact with schools, could you give me two 
exanples of interac-tions which you felt were successful (frcm 
your own experience if possible). 
Category of 
Interaction 
Advisory 
Informa-tion 
Instruc-tional 
Discussion 
Social 
Traditional 
helper 
Total n=59 
1 
Teachers 
n=16 
1 
6 
11 
2 
5 
8 
33 
Parents 
n=15 
3: 
t 
6 
0 
.5 
9 
26 
School 
A 
n=10 
1 
t 
6 
2 
•S 
•3: 
20 
B 
n=10 
3 
2 
8 
0 
4 
6 
28 
c 
n=ll 
0 
4 
3 
0 
1 
8 
16 
Fenale 
n=15 
0 
5 
8 
0 
7 
8 
23 
Male 
n=16 
4 
4 
9 
2 
3 
9 
31 
Case 
n=25 
4 
7 
14 
2 
8 
13 
48 
Neg.-Case 
n=6 
0 
i 
3 
0 
2 
4 
11 
Total 
n=31 
4 
9 
17 
2 
10 
17 
59 
Teachers include Principals. 
•*#• Indicates groups of values which are different at the stated significance level 
as determined by a chi-square -test. 
1.1.2 Why vrere they successful? 
Reason given Teachers Parents 
for success n=16 n=15 
School 
A B C Female Male Case Neg.-Case Total 
n=10 n=10 n=ll n=15 n=16 n=25 n=6 n=31 
It helps -the 
children 
Helps parents 
get information 
Helps parents 
personally 
Helps the school 
generally 
Because informal 
and social 
The right people 
involved 
Helps the 
teacher 
Total 
11 
29 
.5 
t 
1 
26 
2 
.2 
0 
0 
19 17 19 27 28 
2 
2 
46 
13 
11 
55 
Maximum of two reasons accepted. 
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1.2.1 Can you give me exanples of one or two banbs 7 - i.e. 
school/cocmunity in-teractions that failed? (from your own 
experience if possible). 
Category of 
interac-tion 
Advisory 
I nf omational 
Instructional 
Discussion 
Social 
Tradi-tional 
helper 
Total 
Teachers 
n=16 
5 
3 
4 
5 
3 
5 
25 
Parents 
n=15 
4 
t 
e 
1 
3 
9 
19 
School 
A 
n=10 
2 
3 
a 
3. 
2 
3 
15 
B 
n=10 
6 
2 
2 
1 
3 
3 
17 
c 
n=ll 
1 
0 
0 
2 
1 
8 
12 
Ferale 
n=15 
1 
3 
2 
3 
3 
8 
20 
Male 
n=16 
8 
2 
2 
3 
3 
6 
24 
Case 
n=25 
6 
4 
4 
5 
5 
11 
35 
Neg.-Case 
n=6 
3 
X 
Q 
1 
1 
3 
9 
Total 
n=31 
f 
S 
4 
i 
€ 
14 
44 
1.2.2 Why did they fail? 
Reason for 
failure 
Lost purpose 
Poor 
organization 
School climate 
Teachers 
n=16 
2 
10 
4 
Inappropriate in 6 
first place 
Parents' 
disinterest 
Total 
Tf 
3 
25 
Parents 
n=15 
0 
3 
4 
2 
S 
17 
School 
A 
n=10 
1 
6 
4 
2 
1 
14 
B 
n=10 
0 
4 
4 
5 
2 
15 
c 
n=ll 
1 
3 
0 
1 
8 
13 
Female 
n=15 
0 
7 
3 
1 
6 
17 
Male 
n=16 
2 
6 
5 
7 
5 
25 
Case 
n=25 
1 
10 
7 
Neg.-Case 
n=6 
1 
3 
1 
4 tunn 4 
10 
32 
1 
10 
Tote 
n=31 
2 
13 
8 
8 
11 
3 
42 
Maximum of two reasons accepted. 
•*#•#•• Significantly different at alpha = .05 
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1.3.1 Can you give ms examples of interac-tions of a more significant 
nature which you would like to see occurring -in your school? 
Category of 
interac-tion 
Advisory 
I nf omational 
Ins-tructional 
Discussion 
Social 
Tradi-tional 
helper 
Total 
Teachers 
n=16-
2 
2 
8 
0 
2 
1 
15 
Parents 
n=15 
4 
3 
1 
4 
4 
2 
18 
School 
A 
n=10 
2 
2 
1 
1 
5 
1 
12 
B 
n=10 
3 
0 
3 
3 
1 
1 
11 
c 
n=ll 
1 
3 
5 
0 
0 
1 
10 
Fenale 
n=15 
3 
2 
3 
3 
3 
2 
16 
Male 
n=16 
3 
3 
6 
1 
3 
1 
17 
Case 
n=25 
5 
5 
7 
3 
4 
3 
27 
Neg.-Case 
n=6 
1 
0 
a 
I 
2 
Q 
6 
Total 
n=31 
S 
% 
9 
4: 
6 
% 
33 
1.3.2 Why would you like to see these occurring? 
Reason ' 
Helps the 
children 
Helps the 
parents 
Helps the 
comnunity 
Helps all 
the above 
Caimuni-ty input 
Helps the 
teacher 
Helps the school 
generally 
Total 
Teachers 
n=16 
9 
2 
2 
3 
3 
1 
3 
23 
Parents 
n=15 
6 
4 
3 
1 
1 
2 
0 
17 
School 
A 
n=10 
2 
2 
3 
2 
Q 
1 
2 
12 
B 
n=10 
6 
2 
2 
1 
1 
1 
1 
14 
c 
n=ll 
7 
2 
0 
1 
3 
1 
0 
14 
Ferale 
n=15 
6 
4 
3 
1 
2 
2 
1 
19 
Male 
n=16 
9 
2 
2 
3 
2 
1 
2 
21 
Case 
n=25 
13 
4 
4 
4 
4 
3 
2 
34 
Neg.-Case 
n=6 
2 
2 
1 
0 
0 
0 
i 
6 
Total 
n=31 
15 
6 
5 
4 
4 
3 
3 
4 
40 
Maximum of two reasons accepted 
1.3.3 Should these occur in all schools or just your school? Why? 
Response 
All schools 
as children 
will benefit 
Just this school 
Depends on the 
circumstances 
No response 
Total 
Teachers 
n=16 
13 
0 
3 
1 
17 
Parents 
n=15 
12 
I 
I 
0 
14 
School 
A 
n=10 
9 
1 
a 
0 
10 
B 
n=10 
8 
0 
2 
0 
10 
C 
n=ll 
8 
0 
2 
1 
11 
Female 
n=15 
13 
1 
0 
0 
14 
Hale 
n=16 
12 
0 
4 
1 
17 
Case 
n=25 
21 
1 
2 
1 
25 
Neg.-
n=6 
4 
0 
2 
0 
6 
-Case Tote 
n=31 
25 
1 
4 
1 
31 
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Section B ; The Process of School-Ccninunitv Interac-tions 
2. Can we concentrate now on one of the projects of a more 
participatory nature involving the ccmunity in your school? 
2.1 Description of the Project 
Describe the project briefly if you have not already done so. 
(It may be ongoing or cotipleted or part of a larger project). 
Category of 
Droiect chosen 
Advisory 
Tradit ional 
helper 
Ins-tructional 
Discussion 
5 
I nf onta-tional 
5 
Social 
Total 
Teachers 
n=16 
7 
3 
3 
1 
1 
0 
15 
Parents 
n=15 
i 
4 
1 
1 
0 
1 
15 
School 
A 
n=10 
7 
0 • • • 
0 
2 
0 
I 
10 
B 
n=10 
8 
0 t«t 
2 
0 
0 
0 
10 
C 
n=ll 
0 
7 
2 
0 
1 
0 
10 
Fenale 
n=15 
6 
3 
3 
2 
0 
1 
15 
Male 
n=16 
9 
4 
1 
0 
1 
0 
15 
Case 
n=25 
12 
6 
4 
1 
1 
1 
25 
Neg .-Case 
n=6 
3 
1 
0 
t 
0 
0 
5 
Total 
n=31 
15 
. 7 
4 
2 
1 
1 
6 
30 
Except for projec-ts in -these categories, a description of each project appears in chapter nine. 
The teacher neg.-case in School C could not think of a project which he could discuss in detail. 
••• Significantly different at alfiia = .05 
2.2 The people involved. 
2.2.1.1 Where did the project originate? i.e. What is it a result of? 
What haj^ jened to start this project? 
Response 
New idea fron 
outside 
The Pr ic ipal^s 
bel iefs 
Teachers 
n=16 
7 
3 
A perceived need 4 
or lack in 
the school 
From a lack of 
community 
involvement 
Don't know 
Total 
1 
0 
15 
Parents 
n=15 
1 
3 
2 
2 
1 
15 
School 
A 
n=10 
3. 
1 
,2 
3 
0 
10 
B 
n=10 
6 
3 
1 
0 
0 
10 
C 
n=ll 
5 
1 
3 
0 
1 
10 
Female 
n=15 
4 
4 
3 
3 
1 
15 
Male 
n=16 
10 
2 
3 
0 
0 
15 
Case 
n=25 
12 
5 
4 
3 
1 
25 
Neg.-Case 
n=6 
2 
1 
2 
Q 
0 
5 
Total 
n=31 
14 
6 
6 
.a 
1 
30 
2.2.1.2 Who actually initiated it? 
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Ini-tiator 
Principal 
Teacher 
Parent 
Don't know 
Total 
Teachers 
n=16 
11 
3 
0 
1 
15 
Parents 
n=15 
8 
5 
1 
1 
15 
School 
A 
n=10 
7 
2 
0 
1 
10 
B 
n=10 
8 
2 
0 
0 
10 
c 
n=ll 
4 
4 
1 
1 
10 
Female 
n=15 
8 
6 
0 
1 
15 
Male 
n=16 
11 
2 
1 
1 
15 
Case 
n=25 
16 
6 
1 
2 
25 
Neg .-Case 
n=6 
3 
2 
0 
0 
5 
Total 
n=31 
19 
8 
1 
2 
30 
2.2.1.3 Why was it initiated in your opinion? 
Reason 
Ideological 
reasons 
Practical 
considerations 
For promotion 
Don t know 
No response 
Total 
Teachers 
n=16 
6 
5 
3 
0 
1 
15 
Parents 
n=15 
7 
S^  
2 
1 
0 
15 
School 
A 
n=10 
6 
2 
2 
0 
0 
10 
B 
n=10 
5 
1 
3 
1 
0 
10 
c 
n=ll 
2 
7 
0 
0 
1 
10 
Fenale 
n=15 
6 
7 
1 
1 
0 
15 
Male 
n=16 
7 
3 
4 
0 
1 
15 
Case 
n=25 
12 
8 
3 
1 
1 
25 
Neg .-Case 
n=6 
1 
2 
1 
Q 
0 
5 
Total 
n=3I 
13 
10 
i 
I 
1 
30 
2.2.2.1 Who else was involved at the start? 
Response 
Teachers and 
in-terested 
parents 
Teachers 
Teachers and 
Teachers 
selected paren-ts 
Teachers, paren-ts 
and oonmunity 
members 
Don't know 
Total 
n=16 
5 
5 
4 
0 
1 
15 
Parents 
n=15 
4 
3 
4 
3 
1 
15 
School 
A 
n=10 
0 
3: 
3 
3 
1 
10 
B 
n=10 
6 
1 
2 
0 
1 
10 
C 
n=ll 
3 
4 
3 
0 
0 
10 
Fenale 
n=15 
4 
3 
5 
2 
1 
15 
Male 
n=16 
5 
5 
3 
1 
1 
15 
Case 
n=25 
8 
5 
7 
3 
2 
25 
Neg .-Case 
n=6 
1 
3 
X 
B 
0 
5 
Total 
n=31 
9 
8 
8 
3 
2 
30 
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2.2.2.2 Why were they involved in your opinion? 
Reason 
Ideological 
reasons 
Canmini-ty minded 
Principal chose 
them 
No idea 
Practical 
considerations 
Total 
Teachers 
n=16 
3 
1 
7 
1 
3 
15 
Parents 
n=15 
4 
3 
3 
2 
3 
15 
School 
A 
n=10 
5 
0 
3 
0 
2 
10 
B 
n=10 
0 
2 
4 
2 
2 
10 
C 
n=ll 
2 
2 
3 
1 
2 
10 
Fenale 
n=15 
7 
2 
2 
2 
2 
15 
Male 
n=16 
0 
2 
8 
1 
4 
15 
Case 
n=25 
6 
4 
7 
3 
5 
25 
Neg.-Case 
n=6 
1 
0 
3 
Q 
1 
5 
Total 
n=31 
7 
4 
10 
3 
6 
30 
2.2.3.1 How did o-ther people become involved? 
Response 
Invited 
Co-opted 
Sub-ccrinittee 
set up 
Voted/elected? 
Developing 
in-terest 
They didn't 
Total 
Teachers 
n=16 
4 
1 
X 
3 
5 
1 
15 
Parents 
n=15 
7 
0 
1 
4 
2 
1 
15 
School 
A 
n=10 
6 
1 
1 
0 
1 
1 
10 
B 
n=10 
0 
0 
1 
7 
2 
0 
10 
C 
n=ll 
5 
0 
0 
0 
4 
1 
10 
Female 
n=15 
7 
1 
0 
2 
3 
2 
15 
Male 
n=16 
4 
0 
2 
5 
4 
0 
15 
Case 
n=25 
9 
1 
2 
5 
6 
2 
25 
Neg.-Case 
n=6 
2 
0 
0 
,2 
1 
0 
5 
Total 
n=31 
11 
1 
2 
7 
7 
2 
30 
2.2.3.2 What did these people actually do? 
Where did they meet? 
Where they 
met 
At school 
Private house 
In tuckshop 
Total 
Teachers 
n=16 
13 
1 
1 
15 
Parents 
n=15 
14 
X 
Q 
15 
School 
A 
n=10 
8 
2 
0 
10 
B 
n=10 
10 
0 
0 
10 
C 
n=ll 
9 
0 
1 
10 
Fenale 
n=15 
13 
2 
0 
15 
Male 
n=16 
14 
0 
1 
15 
Case 
n=25 
23 
1 
1 
25 
Neg .-Case 
n=6 
4 
1 
0 
5 
Total 
n=31 
27 
2 
1 
30 
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2.2.3.2.2 How often did they meet? 
How often they 
met 
Regularly 
Irregularly 
Only once 
Total 
Teachers 
n=16 
10 
3 
2 
15 
Parents 
n=15 
9 
4 
2 
15 
School 
A 
n=10 
7 
0 
3 
10 
B 
n=10 
10 
0 
0 
10 
C 
n=ll 
2 
7 
1 
10 
Female 
n=15 
9 
3 
3 
15 
Male 
n=16 
10 
4 
1 
15 
Case 
n=25 
16 
6 
3 
25 
Neg .-Case 
n=6 
3 
1 
1 
5 
Total 
n=31 
19 
7 
4 
30 
2.2.3.2.3 For what purpose did they meet? 
Purpose they ' 
met for 
To advise 
To discuss 
To socisdize 
To execute/carry 
out decisions 
To tutor 
To organize 
To oook 
Total 
leachers 
n=16 
3 
5 
0 
2 
3 
1 
1 
15 
Parents 
n=15 
5 
4-
1 
2 
1 
2 
0 
15 
School 
A 
n=10 
3 
« 
1 
& 
0 
a 
0 
10 
B 
n=10 
5 
2 
0 
1 
2 
0 
0 
10 
C 
n=ll 
0 
1 
0 
3 
2 
3 
1 
10 
Ferale 
n=15 
3 
5 
1 
1 
3 
2 
0 
15 
Male 
n=16 
5 
4 
0 
3 
1 
1 
X 
15 
Case 
n=25 
7 
6 
1 
3 
4 
3 
1 
25 
Neg.-Case 
n=6 
1 
3 
6 
1 
0 
0 
0 
5 
Total 
n=31 
8 
9 
1 
4 
4 
3 
1 
30 
2.2.3.3 Have their roles changed as the project progressed? Why? How? 
Response Te jachers 
n=16 
Roles more 
defined 
Participants 
more articulate 
No reason to 
change 
No roan to change 
No 
No, but they 
could 
Total 
5 
2 
3 
2 
2 
1 
X5 
Parents 
n=15 
.3 
S 
3 
1 
1 
1 
15 
School 
A 
n=10 
2 
3 
« 
4 
0 
1 
10 
B 
n=10 
3 
4 
X 
0 
I 
X 
xo 
c 
n=ll 
3 
0 
5 
0 
2 
0 
10 
Female 
n=15 
6 
2 
2 
3 
1 
X 
X5 
Male 
n=16 
2 
5 
4 
1 
2 
X 
15 
Case 
n=25 
8 
5 
6 
2 
2 
2 
25 
Neg.-Case 
n=6 
0 
2 
0 
2 
X 
1 
5 
Total 
n=31 
8 
7 
6 
4 
3 
2 
30 
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2.2.3.4 Were/are the same, different or more people involved as the 
project progressed? Why? How? 
Response Te achers 
n=16 
Same numbers tut 
different people 
More people 
Same people 
Less people 
Total 
7 
5 
2 
1 
15 
Parents 
n=15 
8 
2 
4 
1 
15 
School 
A 
n=10 
5 
1 
3 
X 
10 
B 
n=10 
7 
3 
0 
0 
10 
C 
n=ll 
3 
3 
3 
1 
10 
Female 
n=15 
6 
4 
4 
1 
15 
Male 
n=16 
9 
3 
2 
1 
15 
Case 
n=25 
11 
7 
5 
2 
25 
Neg .-Case 
n=6 
4 
0 
1 
0 
5 
Total 
n=31 
15 
7 
6 
2 
30 
3. Pattern of the project 
3.1 How long has the project been going on? 
As at'12/85 
1 year 
2 years 
3 years 
4 years 
5 years 
6 years 
Task force 
Total 
Teachers 
n=16 
2 
3 
I 
1 
3 
4 
1 
15 
Parents 
n=15 
2 
2 
1 
0 
0 
» 
2 
15 
School 
A 
n=10 
a 
5 
2 
0 
0 
0 
1 
10 
B 
n=10 
1 
0 
0 
0 
2 
7 
0 
10 
c 
n=ll 
1 
0 
0 
1 
1 
5 
2 
10 
Fenale 
n=15 
3 
3 
2 
1 
1 
5 
0 
15 
Male 
n=16 
1 
2 
0 
0 
2 
7 
3 
15 
Case 
n=25 
4 
3 
2 
1 
3 
10 
2 
25 
Neg.-Case 
n=6 
0 
2 
0 
0 
0 
2 
1 
5 
Total 
n=31 
4 
5 
2 
1 
3 
12 
3 
30 
3.2 Has it changed at all? How? 
Response 
No 
Better known 
Has developed 
Makes decisions 
Stagnated 
Grown in numbers 
Total 
Teachers 
n=16 
7 
4 
2 
0 
1 
1 
15 
Parents 
n=15 
4 
3. 
a 
2 
1 
0 
15 
School 
A 
n=10 
2 
2 
'2 
1. 
2' 
X 
XO 
B 
n=10 
4 
0 
5 
X 
0 
0 
10 
C 
n=ll 
5 
5 
0 
0 
0 
0 
10 
Fenale 
n=15 
3 
5 
4 
1 
1 
1 
15 
Male 
n=16 
8 
2 
3 
1 
1 
0 
15 
Case 
n=25 
7 
7 
7 
2 
X 
1 
25 
Neg.-Case 
n=6 
4 
0 
ft 
0 
1 
0 
5 
Total 
n=31 
11 
'f 
T 
2 
ISI 
1 
30 
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3.3 What are the major difficulties in carrying on with the project? 
Response Te a c h e r s 
n=16 
Peop le wanted 
d i f f e r e n t t h i n g s 
Keeping mcmentum 
The o r g a n i z a t i o n 
F inding enough 
t ime 
The p e r s o n a l i t i e s 
invo lved 
No d i f f i c u l t i e s 
Change i n 
p r i n c i p a l 
Lack of feedback 
To ta l 
3 
2 
3 
0 
2 
3 
1 
1 
15 
P a r e n t s 
n=15 
3 
4 
1 
4 
1 
0 
. X 
1 
15 
School 
A 
n=10 
1 
4 
1 
X 
0 
0 
I 
2 
XO 
B 
n=10 
4 
2 
X 
0 
X 
X 
X 
0 
10 
c 
n = l l 
1 
0 
2 
3 
2 
2 
0 
0 
10 
F e r a l e 
n=15 
0 
6 
1 
2 
2 
0 
2 
2 
15 
Male 
n=16 
6 
0 
3 
2 
1 
3 
0 
0 
15 
Case 
n=25 
3 
5 
4 
4 
3 
3 
2 
1 
25 
Neg . -Case 
n=6 
3 
1 
0 
0 
0 
0 
0 
X 
5 
T o t a l 
n=31 
6 
6 
4 
4. 
3 
3' 
2 
2 
30 
3.4 What are the factors which nake its successful iit^lemen-tation 
easier? 
Response T e a c h e r s 
n=16 
P e r s o n a l i t i e s 7 
Task o r i e n t e d 6 
& good p l a n n i n g 
Agreement on 5 
va lues 
Open school 4 
c l i m a t e 
School-ooitmunity 2 
r e l a t i o n s o f f i c e r 
Money (PEP) 3 
R e a l ' i n v o l v a n e n t X 
Don' t know X 
Tota l 29 
P a r e n t s 
n=15 
5 
3 
3 
3 
3 
X 
2 
X 
21 
School 
A 
n=10 ! 
1 ##• 
2 
X 
5 • • • 
3 
I 
2 
2 
X7 
B 
n=10 1 
8 ••# 
3 
3 
X ft* 
0 
1 
X . 
0 
17 
C 
n = l l 
3 
4 
4 
X 
2 
2 
0 
0 
16 
Female 
n=15 
5 
4 
4 
5 
3 
2 
2 
2 
27 
Male 
n=16 
7 
5 
4 
2 
2 
2 
1 
0 
23 
Case 
n=25 
11 
6 
7 
6 
5 
3 
3 
1 
42 
Neg . -Case 
n=6 
1 
3 
1 
1 
0 
1 
0 
X 
8 
T o t a l 
n=31 
12 
9 
8 
7 
5 
4 
3 
2 
6 
50 
Maximum four options sLLlowed 
#•• Significant at alpha = ,05 
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3.5 What do you think will eventually happen to this project? 
Factors Teach 
Continue 
Depends on the 
teachers and 
parents 
Grow and develop 
It will collapse 
Beccme prototype 
No idea 
Total 
ers 
n=16 
3 
2 
4 
3 
2 
1 
15 
Parents 
n=15 
5 
4 
2 
1 
1 
2 
15 
School 
A B 
n=10 
1 
3 
2 
3 
1 
0 
10 
C 
n=10 
3 
2 
2 
1 
1 
1 
10 
Female 
n=ll 
4 
1 
2 
0 
1 
2 
10 
n=15 
4 
2 
5 
3 
0 
1 
15 
Male 
n=16 
4 
4 
1 
1 
3 
2 
15 
Case 
n=25 
6 
6 
6 
2 
3 
2 
25 
Neg, .-Case 
n=6 
2 
0 
0 
2. 
0 
1 
5 
Total 
n=31 
8 
« 
6 
4 
3 
3 
30 
4. Perceptions of others about the project 
4.1.1 How do teachers generally view -this project? Could you give 
actual exanples? 
Response 
Posi-tively 
Negatively/wary 
Total 
Teachers 
n=16 
7 
8 
15 
Parents 
n=15 
6 
9 
15 
School 
A 
n=10 
2 
8 
10 
B 
n=10 
3 
7 
10 
C 
n=ll 
8 
2 
10 
Fenale 
n=15 
6 
9 
15 
Male 
n=16 
7 
8 
15 
Case 
n=25 
12 
13 
25 
Neg .-Case 
n=6 
1 
4 
5 
Total 
n=31 
13 
17 
30 
4.1.2 In your opinion have their attitudes changed? Hew? 
Response 
Yes, positively 
Yes, negatively 
No, positive 
No, negative 
Don't know 
It depends 
Total 
Teachers 
n=16 
9 
3 
3 
0 
0 
0 
15 
Parents 
n=15 
4 
4 
1 
2 
3' 
1 
15 
School 
A 
n=10 
9 
2 
1 
0 
X 
0 
10 
B 
n=10 
2 
5 
X 
2 
0 
0 
10 
C 
n=ll 
5 
0 
2 
0 
2 
X 
10 
Fenale 
n=15 
8 
3 
1 
0 
2 
1 
15 
Male 
n=16 
5 
4 
3 
2 
1 
0 
15 
Case 
n=25 
Neg 
13 ••#»•• 
4 
2 
2 
3 
1 
25 
.-Case 
n=6 
0 
3 
t 
0 
0 
0 
5 
Total 
n=31 
13 
7 
4 
2 
3 
X 
30 
*••••• Significantly different at alpha 
.05 
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4.2.1 How do parents generally view the project? Can you give 
exaitples? 
Response 
Positively 
Don't know 
about it 
Couldn't care 
less 
Should be left 
to the school 
Total 
Teachers 
n=16 
11 
2 
1 
1 
15 
Parents 
n=15 
11 
2 
X 
1 
15 
School 
A 
n=10 
7 
1 
1 
1 
10 
B 
n=10 
8 
2 
0 
0 
10 
c 
n=ll 
7 
1 
1 
1 
10 
Female 
n=15 
11 
1 
1 
2 
15 
Male 
n=16 
11 
3 
1 
0 
15 
Case 
n=25 
Neg 
22 iitt** 
1 
0 
2 
25 
.-Case 
n=6 
0 
3 
2 
0 
5 
Total 
n=31 
22 
4 
2 
2 
• ' 
30 
#••*•• Significantly different at alpha = .05 
4.2.2 Have their attitudes chcuiged? How? 
Response 
Yes, positively 
Yes, negatively 
No, positively 
No, negatively 
Don't know 
Total 
Teachers 
n=16 
9 
0 
5 
1 
0 
15 
Parents 
n=15 
7 
1 
6 
0 
X 
IS 
School 
A 
n=10 
7 
0 
2 
1 
0 
10 
B 
n=10 
3 
0 
6 
0 
1 
10 
c 
n=ll 
6 
1 
3 
0 
0 
10 
Fenale 
n=15 
9 
1 
4 
0 
1 
15 
Hale 
n=16 
7 
0 
7 
1 
0 
15 
Case 
n=25 
13 
1 
9 
1 
X 
25 
Neg . -Case 
n=6 
3 
0 
2 
0 
0 
5 
Total 
n=31 
16 
1 
11 
1 
1 
30 
4.3.1.1 Do you think relationships in the school between 
teachers/teachers, parents/teachers and parents/parents 
have changed in any way because of this project? 
Response 
Yes, positively 
Yes, negatively 
No, positive 
No, negative 
Total 
Teachers 
n=16 
12 
1 
1 
X 
15 
Parents 
n=15 
9 
3 
2 
1 
13 
School 
A 
n=10 
8 
X 
0 
X 
XO 
B 
n=10 
6 
3 
X 
0 
XO 
c 
n=ll 
7 
0 
2 
1 
10 
Female 
n=15 
13 
0 
0 
2 
15 
Male 
n=16 
8 
4 
3 
0 
15 
Case Neg 
n=25 
20 •#*•* 
2 
2 
1 
25 
.-Case 
n=6 
1 
2 
X 
1 
5 
Total 
n=31 
21 
4 
.3 
2 
30 
•*••• Significantly different at alpha = .05 
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4.3.1.2 If so, how have they changed? 
Relationships Ti 
which chanqed i 
Teachers/teachers 
Parents/teachers 
Other 
All groups in 
the school 
Total 
sachers 
n=16 
1 
8 
1 
5 
15 
Parents 
n=15 
1 
9 
2 
3, 
15 
School 
A 
n=10 
0 
10 
0 
0 
10 
B 
n=10 
1 
2 
0 
7 
10 
C 
n=ll 
1 
5 
3 
1 
10 
Fenale 
n=15 
0 
10 
1 
4 
15 
Male 
n=16 
2 
7 
2 
4 
15 
Case 
n=25 
1 
13 
3 
8 
25 
Neg .-Case 
n=6 
X 
4 
0 
0 
5 
Total 
n=31 
2 
17 
3 
8 
30 
4.3.2 Have the students in smy way benefitted by this project? How? 
Can you give exan^iles? 
Response 
tSB 
Ife 
Don't know 
Total 
Teachers 
n=16 
12 
3 
0 
15 
Parents 
n=15 
14 
0 
1 
15 
School 
A 
n=10 
8 
i. 
0 
10 
B 
n=10 
8 
1 
1 
10 
C 
n=ll 
10 
0 
0 
10 
Fenale 
n=15 
14 
1 
0 
15 
Male 
n=16 
12 
2 
1 
15 
Case Neg.-Case 
n=25 n=6 
24 •##### 2 
1 2 
0 X 
25 5 
Total 
n=31 
26 
3 
1 
30 
•#*#** Significant at alpha = .01 
4.4.1 What are -the rtajor, if any, threa-ts from a project such as this? 
Can you give examples? 
Response 
Threatens 
teachers 
No threats 
Parents too 
much pcwer 
Threatens 
principal 
Threatens 
education dept, 
P S C feel 
excluded 
Total 
Teachers 
n=16 
7 
2 
3 
1 
2 
0 
15 
Parents 
n=15 
f 
& 
0 
1 
0 
X 
15 
School 
A 
n=10 
2 
4 
X 
X 
1 
1 
10 
B 
n=10 
7 
0 
2 
1 
0 
0 
10 
c 
n=ll 
6 
3 
0 
0 
1 
0 
10 
Fenale 
n=15 
5 
7 
0 
1 
1 
1 
15 
Male 
n=16 
10 
0 
3 
1 
1 
0 
15 
Case 
n=25 
13 
6 
2 
X 
2 
X 
25 
Neg.-Case 
n=6 
2 
1 
1 
1 
0 
0 
5 
Total 
n=31 
15 
7 
3 
2 
2 
1 
30 
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4.4.2 What are the opportunities, if any, offered by this project? 
Response Te achers 
n=16 
Better 
ooitmunications 
Identification 
with the school 
Personal 
developnent 
Development of 
conmunity 
Don't know 
Teachers learn 
about students 
Inproved literacy 
s]cills 
Principal given 
advice 
Total 
5 
5 
4 
3 
3 
2 
3 
2 
27 
Parents 
n=15 
6 
4 
3 
3 
2 
X 
0 
Q 
19 
School 
A 
n=10 
0 
3 
2. 
4 
1 
1 
Q 
1 
12 
B 
n=10 
5 
1 
3 
2 
1 
0 
2 
1 
15 
C 
n=ll 
6 
5 
2 
0 
3 
2 
1 
0 
19 
Female 
n=15 
6 
4 
4 
4 
2 
2 
2 
1 
25 
Male 
n=16 
5 
5 
3 
2 
3 
1 
1 
1 
21 
Case 
n=25 
9 
9 
7 
6 
2 
3 
3 
1 
40 
Neg.-Case 
n=6 
2 
0 
0 
0 
3 
0 
0 
1 
6 
Total 
n=31 
11 
9 
7 
6 
S 
3 
3 
2 
7 
46 
Maximum four options per respondent 
4.5 Is there anything else you would like -to cociment on about this 
project, e.g. In a wider more general sense will there be any 
repercussions or changes because of this project? 
Response T< 
1 
Project needs 
time to develop 
It will beccme 
a pro-totype 
No 
It increases the 
schools problems 
Total 
aachers 
:i=16 
7 
4 
2 
2 
15 
Paren-ts 
n=15 
4 
.,s 
5 
1 
15 
School 
A 
n=10 
3 
4 
1 
2 
10 
B 
n=10 
5 
2 
2 
1 
10 
C 
n=ll 
3 
3 
4 
0 
10 
Female 
n=15 
4 
5 
4 
2 
15 
Male 
n=16 
7 
4 
3 
1 
15 
Case 
n=25 
9 
9 
6 
1 
25 
Neg.-Case 
n=6 
1 
Q 
2 
2 
5 
Total 
n=31 
11 
9 
7 
3 
30 
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Section C ! General factors relating to school-conrnunity interactions 
5. Environment necessary for school-ccmminitv interactions 
5.1 What factors do you feel need to be present to ensure that the 
camuni-ty, particularly parents, interact successfully with the 
school? 
School 
Factors Teachers Parents 
n=16 n=15 
A B C 
n=10 n=10 n=Xl 
Female Male Case Neg,-Case Total 
n=15 n=16 n=25 n=6 n=31 
Positive climate 
A Purpose or -task 
to be oonpleted 
Structures 
already set up 
Good 
conmunications 
Principal s 
willingness 
Responsible people 
School using 
personal approach 
Persistence on 
the part of all 
involved 
Total 
12 
7 
6 
2 
3 
5 
3 
1 
39 
13 
4 
4 
7 
4 
2, 
• $ . 
2 
39 
10 
2 *tt 
,2 
3 
0 
1 
1 
•1 
20 
7 
1 *tt 
3 
2 
4 
3 
2 
2 
24 
8 
8 
5 
4 
3 
3 
3 
0 
34 
13 
4 
3 
5 
2 
4 
2 
3 
36 
12 
7 
7 
4 
5 
3 
4 
0 
42 
21 
9 
8 
8 
5 
6 
4 
3 
64 
4 
2 
2 
1 
2 
1 
2 
0 
14 
25 
11 
10 
9 
7 
7 
6 
3 
8 
78 
A maximum of four replies per participant 
•## Significantly different at alpha = .05 
5.2 What factors prevent the conmunity and particularly parents 
from interacting with the school? 
Factors Teachers Parents 
n=16 n=15 
School 
A B C 
n=10 n=10 n=l l 
Fenale Hale Case Neg.-Case Total 
n=15 n=16 n=25 n=6 n=31 
Parents ' fear / 5 
ignorance 
Iner t ia on par t 5 
of parents 
Attitudes of s ta f f 8 
and administra-tion 
Working parents / 7 
lack of t i n e 
School t r a d i t i o n s 5 
Design of school 4 
Lack of 3 
ocxtmunication and 
goals 
Schools have 2 
grown too fas t 
Total 39 
9 
9 
4 
0 
30 
7 4 3 
3 5 6 
2 6 4 
1 Hi 7 **• 3 
3 2 2 
1 2 3 
1 1 1 
19 27 23 30 39 
XX 
10 
10 
54 
Maximum four responses per p a r t i c i p a n t 
*•• S igni f ican t ly d i f f e r en t a t alpha = .05 
15 
14 
14 
12 
11 
7 
6 
3 
69 
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6. Description of people involved 
6.1.1 Can you describe the characteristics of parents 
who beccme 'involved 7 
School 
Characteristics Teachers Parents A B C Female Male Case Neg.-Case Total 
n=16 n=15 n=10 n=10 n=ll n=15 n=16 n=25 n=6 n=31 
Friendly and 
outspoken 
Caring/ generally 
interested in 
conmunity 
Interested in 
own child 
Academic or 
intelligent 
A wide range 
Tend to be 
younger 
Overworked yet 
willing to give 
time 
Tend to be older 
Total 
8 
9 
5 
7 
5 
5 
4 
1 
44 
9 
7 
6 
3 
3 
3 
2 
1 
34 
4 
2 
2 
2 
$ 
2 
2 
0 
19 
t«t 
*tt 
9 ttt 
8 tit 
3 
6 
2 
X 
0 
1 
30 
4 
6 
6 
2 
1 
5 
4 
1 
29 
7 
7 
3 
3 
5 
5 
3 
1 
34 
10 
9 
8 
7 
3 
3 
3 
1 
44 
14 
14 
9 
8 
8 
5 
5 
2 
65 
3 
2 
2 
2 
6 
3 
1 
0 
13 
17 
16 
11 
10 
9 
.1-
,6 
2 
78 
Maximum of four responses per participant 
• M Significantly different at alpha = .05 
6.1.2 Why do you think parents become involved in the school? 
Reason Teachers 
n=16 
Interest in own 9 
child 
Parents 
n=15 
9 
Want to contribute 11 t i i i t i i 3 
Self esteem/ 5 5 
A 
School 
n=10 
6 
3 
5 
B 
n=10 
5 
6 
2 
C 
n=ll 
7 
5 
3 
Fenale 
n=15 
8 
4 
6 
Male 
n=16 
10 
10 
4 
Case 
n=25 
14 
11 
8 
Neg.-
n=6 
4 
3 
2 
-Case Toti 
n=31 
18 
14 
10 
enjoyment 
Believe in the 2 
importance of 
education 
Social reasons/ 2 
oonmit-tee goer 
Interest in 2 
children generally 
Personal i 
development 
Don t know i 
Total 33 
0 
28 
1 
0 
6 
0 
18 
IS
J 
3 
1 
0 
23 
X 
X 
0 
X 
20 
1 
3 
0 
X 
28 
0 
33 
X 
50 
Maximum of four responses per participant 
tti Significantlyt different at alpha = .05 
1 
0 
0 
11 
1 
* 
61 
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6.1.3 What do you think parents gain frcm this involvanent? 
Response 
Self-esteem 
Enjoyment/ 
friendship 
Better 
unders-tanding 
of education 
Own children 
benefit 
Feel part of 
occtmunity 
Self-education 
Teachers 
n=16 
8 
5 
5 
6 
3 
2 
Recognition/status 1 
Power hungry 
Total 
1 
31 
Parents 
n=15 
8 
8 
7 
S 
3 
1. 
1, 
0 
33 
School 
A 
n=10 
$ 
4 
5 
1 
4 
0 ttt 
0 
0 
20 
B 
n=10 
7 
3 
4 
5 
1 
3 ttt 
1 
1 
25 
C 
n=ll 
3 
6 
3 
5 
1 
0 
1 
0 
19 
Female 
n=15 
9 
11 tttt 
7 
2 tttttt 
3 
1 
1 
0 
34 
Male 
n=16 
7 
2 
5 
9 
3 
2 
1 
1 
30 
Case 
n=25 
15 
10 
12 
8 
5 
3 
2 
0 
55 
Neg.-Case 
n=6 
1 
3 
0 
3 
1 
0 
0 
1 
9 
Tofe 
n=31 
16 
13 
12 
11 
fi 
a 
2 
1 
64 
Maximum of four responses per participant 
ttt Significantly different at alpha = .05 
6.1.4.1 Can you give me actual exanples of parents vrtio became involved 
and describe what you think they particularly gaiined frcm their 
involvement? 
Response 
Supported their 
children 
Personally 
developed 
Gained an 
understanding 
of the school 
Gained s-tatus 
Enjoyed the 
in-volvement 
Felt needed 
To be involved 
through a sense 
of duty 
Total 
1 
Teachers 
n=16 
6+0 
7+2 
2+1 
0+3 
0+2 
0+4 
1+0 
16+12 
(28) 
Parents 
n=15 
8+1 
5+4 
0+1 
1+1 
0+6 
0+1 
0+0 
14+14 
(28) 
School 
A 
n=10 
4+0 
5+3 
1+1 
0+1 
0+2 
0+3 
0+0 
10+10 
(20) 
B 
n=10 
4+1 
4+3 
1+0 
0+2 
0+1 
0+1 
0+0 
9+8 
(17) 
C 
n=ll 
6+0 
3+0 
0+1 
1+1 
0+5 
0+1 
1+0 
lX+8 
(19) 
Fenale 
n=15 
4+0 
8+4 
1+1 
1+0 
0+5 
0+3 
1+0 
15+13 
(28) 
Male 
n=16 
10+1 
4+2 
1+1 
0+4 
0+3 
0+2 
0+0 
15+13 
(28) 
Case 
n=25 
10+1 
12+5 
0+1 
1+4 
0+6 
0+4 
1+0 
24+21 
(45) 
Neg,-Case 
n=6 
4+0 
0+1 
2+1 
0+0 
0+2 
0+1 
0+0 
6+5 
(11) 
Total 
n=31 
14+1 
12+6 
2+2 
1+4 
0+8 
0+5 
1+0 
30+26 
(56) 
The teacher negative-case in School C gave no exan^iles, the najority gave two examples 
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6,1,4.2 Gender of parents referred to above. 
School 
Response Teachers 
n=16 
Parents 
n=15 
A B C 
n=10 n=10 n=ll 
Female Male Case Neg.-Case Itotal 
n=15 n=16 n=25 n=6 n=31 
Females 9+8 
Males 5+3 
No gender given 2+1 
Total 16+12 
(28) 
7+8 
8+7 
0+0 
15+15 
(30) 
4+5 5+2 
6+4 4+6 
0+1 1+0 
10+10 10+8 
(20) (18) 
7+9 
3+0 
1+0 
11+9 
(20) 
10+9 
5+5 
0+0 
- 15+14 
(29) 
6+7 
8+5 
2+1 
16+13 
(29) 
14+13 
10+8 
1+1 
25+22 
(47) 
2+3 
3+2 
1+0 
6+5 
(11) 
16+16 
13+10 
2+1 
31+27 
(58) 
6.2.1 Can you describe the characteristics of the teachers who become 
'involved' wi-th the parents in -the school? 
Characteristic 
Caring and 
genuinely 
interested 
Less inhibited/ 
Teachers 
n=16 
4 
8 
friendly/sociable 
Student 
oriented 
Conpetent and 
articulate 
Middle aged 
Democratic/ 
pragmatic 
Young 
Remedial/ 
practical 
6 
5 
3 
5 
3 
Parents 
n=15 
i 
4 
.5 
3 
4 
1 
3 
6 tttttttt 0 
Seen as their role 2 
Wide variety 
Female 
Male 
Total 
2 
2 
0 
46 
4 
4 
0 
1 
38 
School 
A 
n=10 
4^  
t 
1 
2 
2 
2 
3 
1 
1 
1 
1 
I 
21 
B 
n=10 
5 
5 
6 
4 
3 
2 
2 
3 
2 
1 
0 
0 
33 
C 
n=ll 
4 
5 
4 
2 
2 
2 
1 
2 
3 
4 
1 
0 
30 
Fenale 
n=15 
9 
4 
4 
3 
3 
3 
4 
2 
4 
3 
1 
1 
41 
Male 
n=16 
4 
8 
7 
5 
4 
3 
2 
4 
2 
3 
1 
0 
43 
Case 
n=25 
X3 
9 
10 
7 
4 
6 
5 
4 
4 
6 
2 
0 
70 
Neg.-Case 
n=6 
0 
3 
1 
I 
3 
0 
1 
a 
2 
0 
0 
1 
14 
Total 
n=31 
13 
12 
11 
i 
7 
6 
6 
% 
S-
6 
2 
1 
84 
Maximum of four responses per participant 
tti Significantly different at alpha = .05 
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6.2.2 Why do you think they became involved in t h i s way? 
Response 1 
For the sake 
of the students 
Need the support 
of parents 
Enjoy working 
wi-th parents 
Need help in 
classrocm 
Ideological 
reasons 
For promotion 
Principal -told 
them to 
Don't know 
Total 
reachers 
n=16 
6 
4 
5 
5 
3 
1 
1 
1 
26 
Parents 
n=15 
§ 
.3 
1 
1 
X 
2 
1 
0 
18 
School 
A 
n=10 
.i-
1 
1 
I 
2 
1 
X 
0 
14 
B 
n=10 
5 
3 
4 
1 
1 
1 
0 
1 
16 
C 
n=ll 
4 
3 
1 
3 
1 
1 
1 
0 
14 
Fenale 
n=15 
8 
2 
2 
3 
a 
1 
2 
0 
20 
Male 
n=16 
7 
5 
4 
3 
2 
2 
0 
1 
24 
Case 
n=25 
13 
5 
4 
5 
4 
2 
2 
1 
36 
Neg.-Case 
n=6 
2 
2 
i 
1 
0 
1 
0 
0 
8 
Total 
n=31 
15 
3 
6 
6 
4 
3 
2 
1 
44 
6.2.3 What do you -think -the -teachers gain frcm t h i s involvement? 
Gain Tea 
n= 
Better view/ 
understanding 
of students 
Can do job better 
Support from 
parents 
Generally bet-ter 
relationships 
Assistance and 
friendship 
Don't know 
Self-sa-tisf action 
of helping parents 
Promotion 
Total 
chers 
16 
7 
5 
5 
4 
2 
2 
1 
0 
26 
Parents 
n=15 
8 
7 
3 
3 
3 
2 
1 
2 
29 
School 
A 
n=10 
2 
4 
2 
2 
1 
0 
1 
1 
X3 
B 
n=10 
7 
4 
5 
4 
1 
X 
X 
1 
24 
C 
n=ll 
6 
4 
1 
1 
3 
3 
0 
0 
18 
Fenale 
n=15 
9 
5 
2 
2 
Male 
n=16 
6 
7 
6 
5 
5 tttttt 0 
2 
1 
0 
26 
2 
X 
2 
29 
Case 
n=25 
13 
11 
6 
4 
5 
3 
1 
1 
44 
Neg.-Case 
n=6 
2 
1 
2 
3 
0 
1 
1 
X 
XI 
Total 
n=31 
15 
12 
» 
7 
5 
4 
2 
2 
55 
ttt Significantly different at alpha = .05 
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6.2.4.1 Can you give me actual examples of teachers who beccme involved" in this way and describe 
what you think they particularly gained frcm their in-volvement? 
School 
Response Teachers Parents A B C Female Hale Case Neg.-Case Total 
ff=16 n=15 n=10 n=10 n^ll n=15 n=16 n=25 n=6 n=31 
Self 1+3 
satisfaction 
Personal 5+1 
development 
Students easier 6+0 
to teach 
Gained cissistance 2+0 
in class 
Felt they were 1+3 
helping studen-ts 
Pranotion/status 0+0 
Like socializing/ 1+0 
support of parents 
Gained confidence 0+1 
Total 16+8 
(24) 
3+4 3+3 X+X 0+3 
3+0 1+0 4+1 3+0 
2+0 2+0 1+0 5+0 
3+2 3+0 0+0 2+2 
2+1 0+1 2+1 1+2 
1+3 1+2 0+1 0+0 
0+3 0+1 1+0 0+2 
0+2 0+0 0+3 0+0 
14+15 10+7 9+7 11+9 
(29) (171 (16) (201 
2+4 
1+0 
5+0 
3+1 
3+3 
2+3 
7+1 
3+0 
2+1 
0+1 
2+^ 
8+1 
6+0 
4+2 
3+3 
2+1 
0+0 
2+0 
1+0 
0+1 
4+7 
8+1 
8+0 
5+2 
3+4 
1+1 
0+0 
0+1 
5+10 
5) 
0+2 
1+3 
0+2 
15+13 
(28) 
1+3 
1+2 
0+2 
25+19 
(44) 
O+O 
0+1 
0+1 
5+4 
(9) 
X+3 
1+3 
0+3 
30+23 
(53) 
6.2.4.2 Breakdown of above exanples by gender. 
Response 
Females 
Males 
No gender 
Total 
Teachers 
n=16 
3+4 
Parents 
n=15 
5+3 
6+2 tttttt 9+12 
given 7+2 
X6+8 
(24) 
1+0 
15+15 
(30) 
School 
A 
n=10 
1+1 
3+4 
B 
n=10 
3+2 
5+5 
6+2 t 2+0 i 
10+7 
(17) 
10+7 
(17) 
C 
n=ll 
4+4 
7+5 
f 0+0 
11+9 
(20) 
Fenale 
n=15 
7+3 
4+8 
4+1 
15+12 
(27) 
Hale 
n=16 
1+4 
11+6 
4+1 
16+11 
(27) 
Case 
n=25 
8+7 
10+11 
7+1 
25+19 
(44) 
Neg.-Case 
n=6 
0+0 
5+3 
1+1 
6+4 
(10) 
Total 
n=31 
8+7 
15+14 
8+2 
31+23 
(54) 
tit Significant at alpha = .05 
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Section D ; Background Deta i l s 
7. Socio-econcmic s-tatus 
7.1 What i s your fa-ther 's occupation? 
Response 
School 
Teachers Parents- A B C Female 
n=16 n=15 n=10 n=10 n=ll n=15 
Hale Case Neg,-Case Total 
n=16 n=25 n=6 n=31 
Working c l a s s 
Middle c lass 
Total 
4 10 
12 ttiiiii 5 
16 15 
4 5 5 6 
6 5 6 9 
10 XO XX 1 5 
8 
8 
16 
10 
15 
25 
4 
IS
J 
6 
14 
17 
31 
t t t Signif icant a t alpha = .05 
7.2 What i s your mother s occupation? 
School 
Response Teachers Parents A B C Fenale 
n=16 n=15 n=10 n=10 n=ll n=15 
Male 
n=16 
8 
8 
16 
Case 
n=25 
10 
15 
25 
Neg .-Case 
n=6 
4 
Is
l 
6 
Total 
n=31 
14 
17 
31 
WorJcing c lass 
Middle c lass 
Total 
4 10 
12 t t t t t t t 5 
16 15 
4 5 5 6 
6 5 6 9 
10 10 11 15 
t t t Significant a t alpha = .05 
8, Educational background 
8,1 What are your profess ional qua l i f i c a t i ons? (for teachers) 
Do you have any qua l i f i ca t ions? (for parents) 
Response 
B.A/B,Sc. 
B.Ed, 
Dip, Bd, 
Other Tertiary 
Trade Cert, 
Nursing/ 
Secretarial 
None 
Total 
Teachers 
n=16 
12 
11 
10 
3 
0 
0 
0 
36 
Parents 
n=15 
3 
0 
1 
3 
2' 
7 
X 
17 
School 
A 
n=10 
4 
5 
4 
3 
1 
3 
1 
21 
B 
n=10 
7 
3 
4 
a 
0 
X 
0 
X7 
C 
n=ll 
4 
3 
3 
1 
1 
3 
0 
15 
Fenale 
n=15 
5 
4 
4 
3 
0 
7 
1 
a4 
Male 
n=16 
10 
7 
7 
3 
2 
0 
0 
29 
Case 
n=25 
11 
9 
8 
5 
1 
7 
0 
41 
Neg. -(^se 
n=6 
4 
2 
3 
1 
1 
0 
1 
12 
Total 
n=31 
15 
11 
11 
6 
2 
7 
1 
53 
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8,3 Was there a 'conmunity involvement' ccnponent any where in your 
course? (teachers only) 
Response 
ms 
No 
A litUe 
Total 
Teachers 
X 
10 
5 
16 
Parents 
0 
0 
0 
0 
A 
0 
1 
4 
5 
School 
B 
1 
4 
0 
6 
C 
0 
6 
0 
6 
Female 
0 
3 
3 
6 
Male 
1 
7 
2 
11 
Case 
1 
9 
4 
14 
Neg ,-Case 
0 
X 
X 
3 
Total 
1 
10 
5 
16 
10. Prior con-tact with ideas concerning school-conmunitv in-teractions 
10,1 Can you name any key people who have influenced your thinking 
in this area? 
Response 1 
Principal 
Key teacher 
Outside 
consultant/book 
No-one 
Friends/other 
parents 
Key parent 
O m parents 
I nspector/Dept, 
person/lecturer 
Total 
:eachers 
n=16 
10 
8 
5 
3 
Parents 
n=15 
4 
4 
3 
4 
0 iiititti 1 
3 
2 
3 
34 
'3 
3 
0 
28 
School 
A 
n=10 
5 
4 
4 
2 
2 
2 
1 
2 
22 
B 
n=10 
4 
4 
3 
2 
3 
3 
2 
0 
21 
C 
n=ll 
5 
4 
1 
3 
2 
1 
2 
1 
19 
Fenale 
n=15 
5 
4 
4 
4 
3 
4 
3 
IS
J 
29 
Hale 
n=16 
9 
8 
4 
3 
4 
2 
2 
X 
33 
Case 
n=25 
12 
9 
7 
7 
5 
4 
5 
2 
5X 
Neg,-Case 
n=6 
2 
3 
1 
0 
•a 
2 
a 
1. 
11 
Total 
n=31 
14 
12 
8 
7 
7 
i 
5 
3 
62 
Maximum of four responses per participant 
ttt Significant at alpha = .05 
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CHAPTER 11 
RATIONALES FOR INVOLVEMENT 
I'm learning so much from working with a history-drama 
teacher - just learning how to do things in general, e.g. 
working in the library looking up different books that will 
be needed for next year ... and putting things together for 
her theatre class. I helped her measure the hall for dance 
classes. We are bringing Dance into the school next year. 
I am typing again and your speed and confidence come back. 
I've done more in the last month than I've done in 10 years 
(Single Mother of two girls at School A). 
INTRODUCTION 
A key question of this study relates to why non-teaching adults 
interact with schools. The question is examined through considering 
parents' and teachers' views about involvement and the roles that 
parents and other non-teaching adults play. The focus is on those who 
are involved and the rationales that are given for their involvement, 
both by teachers and non-teaching adults. The same procedure is used 
for identifying the source of comments as outlined in Chapter 10. All 
relevant tables from the structured interview schedule appear at the 
end of Chapter 10 under Table 10. 
VIEWS ABOUT INVOLVEMENT 
Suggested Roles 
Arising out of the content analysis of the interviews, six roles 
or combination of roles, presented in Table 11.1, that non-teaching 
adults might play within the school context were suggested. The 
labels for these roles were abstracted from words used by those 
interviewed, and emerged from the categories of the projects (see 
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TABLE 11.1 
ROLES EMERGING FROM THE STUDY 
Role 
1. Advisory 
2. Instructional 
helper 
3. Discussion 
Traditional 
helper 
5. Information 
receiver 
6. Social 
Description Likely Projects 
The individual 
(nominated or elected) 
is requested to give 
advice on a range of 
issues in a structured 
ongoing setting 
The individual 
volunteers to help in 
classrooms or other 
educational arenas 
with the teachers' 
work 
The individual attends 
a single meeting to 
discuss particular 
issues that have 
arisen in the school 
The individual offers 
assistance in areas 
such as the tuckshop 
or the grounds or 
fund-raising efforts 
which are only 
peripherally linked 
to the classroom 
The individual receives 
newsletters or attends 
a meeting where 
information relating 
to the school is 
provided 
The individual attends 
evenings or gatherings 
of a social nature 
arranged to improve 
the climate of the 
school. 
School Advisory Councils 
Reading Programmes 
Help on camps 
Learning Assistance 
Programmes 
Community Tutor 
Programme 
Neighbourhood 
Meetings 
Tuckshop 
Much of the P & C work 
Book Scheme 
Work Experience 
School newsletters 
Parent-teacher evenings 
Morning teas 
Progressive dinners 
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Tables 9.1 and 9.2) which in turn defined the roles played within 
these projects. These roles were accepted as being hierarchical by 
many of those involved. As one parent stated: 
They [parents] can really be divided into three groups: 
1. the group who take on committee activities are probably 
higher educated people. For example we have three or 
four engineers on the P & C. 
2. the people who serve in the tuckshop are different 
people. 
3. then there is the group who help in other sorts of 
ways - they are the social, community minded sort of 
people (024:18). 
The roles suggested here are, of course, not a compilation of all 
the roles that it is possible for non-teaching adults to play in 
schools. A theoretically comprehensive classification of roles could 
be abstracted from the three-dimensional model of levels of 
interaction (Figure 2.2) presented in the second chapter. Rather, 
these six roles represented those roles that the participants in this 
research, in these three Queensland schools, focused upon. As has 
already been highlighted, these roles were played out in a variety of 
interactions in different projects. 
Patterns of Involvement 
The majority of projects under discussion had been in operation 
for three or more years and the views expressed here relate 
particularly to these projects. Exceptions in length of time of 
existence were the task forces, set up as part of a larger project, 
with a particular brief to be completed in a specific time 
(Table 10.3.1). As an example of the latter was the task force set up 
as part of the SAC at School A to look at school uniforms and make 
recommendations to the SAC. Over the years many of the projects had 
developed in that they had become better known, rather than developed 
in terms of numbers of people involved. There was no evidence to 
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suggest that the roles commensurate with these projects became more 
participatory the longer they were in operation. Projects and roles 
remained at the level at which they began. At times that was given as 
a condition for their remaining in operation, as in the SAC in 
School B. A contrary view was expressed by two participants in 
School A who suggested that their role had changed and that they were 
now involved in making decisions which had not been the case earlier 
on in the life of their SAC. This seemed to be a misinterpretation on 
their parts, as it related to the fact that PEP funding was introduced 
as a key topic for discussion, and encouragement was given by the 
principal to them to express views on how the money might be used. 
This did not mean that they were interacting at a higher stage of 
decision-making (Table 10.3.2) or that their advisory role had changed 
in any significant way. 
When discussing difficulties relating to the projects, the 
dynamics of organising a project seemed to be the most troublesome. 
Problems such as timing and arranging meetings were mentioned. For 
others the personalities of those involved were seen as problematic. 
This was often linked to a values conflict when expectations of the 
role to be played were not clear and different outcomes were expected 
from a project. This led to conflict and consequent difficulties 
(Table 10.3.3). Conflict was seen in a negative light and something 
that was to be avoided as it led to irretrievable breakdown. The 
problem with this attitude was aired by one of the parents in 
School B. 
The SAC is successful because it is a method in which people 
can meet around the table and get things off their chest. 
There is still a hidden agenda unfortunately but it means 
that some things have been aired. Some people are still not 
comfortable with it (018:1). 
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The new Principal in this school had felt it necessary to warn the 
parents to be careful about what the}B said in SAC meetings as their 
role was merely an advisory one. 
Two respondents in School B mentioned the transfer of a principal 
specifically as central to any future problems associated with the 
project. In the event, their fears were justified in that the 
principal was promoted, leaving the SAC to come to terms with the 
style of a new principal. The parents were aware that the group would 
have to change to meet the values of a new principal, although the 
parents in School B made a determined attempt, discussed earlier, to 
influence the new principal in the way they felt the council should 
develop. Their success however has been limited. As one parent 
commented: 
No I don't think it has developed as I think it would have 
[if the previous principal] had been here another year. He 
was talking about setting up committees to look at welfare, 
curriculum, the physical resources of the school, etc. At 
the end of 1984 the principal presented a total school 
budget which had never been done before ... unless it moves 
on to making decisions about curriculum and the sort of 
offerings that the school gives to the students it may lose 
its meaning. The reticence of teachers in recognising that 
it isn't a threat to them is a problem. Teachers need to 
find that it is of benefit to them (018:8, 9). 
There was a difference between schools in the pattern of views 
expressed, concerning the difficulties associated with keeping 
projects in operation. School B felt the difficulties came through 
people wanting different things. School A tended to worry about 
keeping the momentum going while School C stressed the lack of time. 
It could be argued that such differences reflect the socio-economic 
context of each school. Thus the community in School B is educated 
and proactive where the school is concerned, and likely to produce 
differences in values and opinions. In contrast, the depressed 
community of School A is unlikely to provide a deep reservoir of those 
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who are able to keep projects alive. Community C, it has been noted 
previously, is energetic and upwardly mobile, and time is likely to be 
a scarce resource for many parents. 
An interesting gender difference.also emerged, with males arguing 
that difficulties were due to lack of consensus in what was wanted, 
while females felt that the problems related to keeping up the 
momentum (Table 10.3.3). 
Those interviewed spoke more about the facilitating factors than 
the difficulties associated with the projects. The involvement of 
pleasant personalities, a task to be done and shared values were all 
seen as important (Table 10.3.4). School A respondents spoke 
significantly more often about the open climate that the school was 
deliberately trying to foster while School B, using a far more 
individualistic ethos, claimed that it was the personalities who were 
involved that led to their successes. In their future predictions as 
to the fate of the various projects, the majority were optimistic as 
to their continuing existence (Table 10.3.5). 
The patterns that emerged in all three schools reflected the fact 
that roles remained at the same level although participants did become 
more aware of what was required of them. The difference in the way 
roles were acted out and the concern expressed about various features 
of projects reflected the individual community. 
Views held about Teachers 
According to both parents and teachers, the views of teachers in 
general with regard to community involvement projects were evenly 
divided between positive responses and negative or wary responses 
(Table 10.4.1.1.1). This meant that their views ranged from 
describing such projects as "a total waste of time", to being 
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extremely wary of any involvement, to being wholeheartedly in favour 
of involvement. Four of the respondents felt that the majority of 
teachers knew nothing about programmes involving parents or what the 
parents did and therefore would have no opinion. 
An interesting difference appeared between the three schools. 
School C respondents felt that teachers were far more positive towards 
parent involvement than those at either School A or School B. This 
response further supports the view expressed at the end of the 
previous chapter that the more the level of interaction, or role 
played by the non-teaching adult, was that of traditional helper the 
more likely participants, and in this case particularly teachers, were 
likely to claim that the interaction was successful and problem-free. 
Most of the examples of interactions at School C fell into the 
traditional helper category and were therefore non-threatening as they 
fitted into the traditional understandings and experiences of parent 
involvement. 
This study has indicated that there were more attempts to involve 
parents and the community at a more participatory level in School A 
and School B. These attempts are reflected in the high number of 
negative or wary comments expressed in these two schools. Innovations 
make people feel uncomfortable, participation or power-sharing even 
more so. Fullan (1982:25) has argued that "all real change involves 
loss, anxiety and struggle. Failure to recognise this phenomenon as 
natural and inevitable has meant that we tend to ignore important 
aspects of change and misinterpret others." 
The teachers, more than the parents, thought that teacher 
attitudes had changed towards involving parents and the community and 
were becoming more positive (Table 10.4.1.2). A difference existed 
between the schools in that School B felt that some teachers' 
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attitudes had changed and become more negative and that other teachers 
had remained negative (Table 10.4.1.2). As the interviews were 
carried out in the period following the flare-up between teachers and 
parents in this school over the Co-operative Evaluation, these 
findings were a direct reflection of feelings which were still running 
high six months later (Appendix N). The promotion of the principal 
involved, and the introduction of a new principal, meant that the 
problems and the conflict were never really worked through. 
The damage done by a confrontation between teachers and parents, 
as occurred over the Co-operative Evaluation, takes a great deal of 
time to repair. In discussing the changing attitudes of teachers, 
one parent found it difficult to say at a general level whether their 
attitudes had changed. She claimed that "certainly at that stage 
there was a lot of unhappiness in the school. I went into 
one staffroom where I had always been welcomed and was virtually stood 
in a corner and asked questions about the whole incident" (017:11). 
School B has a higher level of involvement but this has increased 
the uneasiness among many of the teachers, rather than laid their 
fears to rest. As another parent commented: 
I think that I was very naive about teachers' attitudes to 
parents. Only in the light of last year's "bomb" did I 
become aware that some teachers resented the SAC and that 
the ferment had started as soon as [the principal] had 
started talking about such a council (019:11). 
Views held about Parents 
The parents' naivety reflected in the above quote is illustrated 
in their enthusiasm for projects in which the schools involved them. 
Their perception as to their pleasure in being involved was reflected 
by the teachers' views on their being involved. The majority of 
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teachers and parents felt that the parents positively welcomed parent 
involvement (Table 10.4.2.1). 
The eccentric group to this pattern was the group of negative 
cases. Two of the six in this group claimed that the parents 
generally "couldn't care less" about being involved, three said the 
parents would have no view because they would not even be aware of 
these projects. The final respondent in this group gave the blanket 
reply to questions in Section B that he had no idea how parents would 
view such involvement as he did not know how parents thought. All the 
negative cases had accepted the label of being opposed to the 
involvement of parents specifically, and the community peripherally, 
in the workings of the school. A majority of them, as has been 
discussed earlier, had been involved with parents or the community in 
interactive projects. The failure of these earlier projects to make 
headway within the Queensland system could partly account for their 
cynicism. However they all, both teachers and parents, blamed the 
parents for their apathy, or ineffectual personality or intellectual 
characteristics, rather than the system, for any shortcomings. 
When discussing whether the attitudes of parents had changed 
there was general agreement that either they had changed to become 
more positive or that there was no need for them to change because 
they were already so positive. The idea that relationships between 
teachers and parents had improved as a result of these projects was 
most strongly expressed in School A (Table 10.4.2.2). Again, the 
results of the Co-operative Evaluation "bomb" were evident in the way 
in which both teachers and parents in School B felt that parents had 
remained positive while teachers had become antagonistic. It was the 
teachers who had been threatened by the Co-operative Evaluation, not 
the parents. 
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Teachers and parents considered that, in a very general sense, 
relationships among all groups had changed and generally improved 
(Table 10.4.3.1.1). The females were more definite about this 
improvement than the males, and no female respondent felt that 
relationships among any of the groups had changed negatively as a 
result of parent or community and teacher interactions although 
two replied that those who had been negative had remained negative 
(Table 10.4.3.1.1). 
The Effect of School-Community Interactions on Students 
No attempt was made to look at the effects on students of having 
their own parents or other adults from the community involved in the 
school. This was a deliberate decision, as the focus was on the 
relationship between teachers and parents or community members. 
However, to provide some brief data on the institutional ideology that 
it is students who benefit from involvement, and that this accepted 
view is reflected by all, the participants were asked whether they 
felt that the stucients benefited from these projects in any way. 
There was general acceptance that the students did benefit 
(Table 10.4.3.2). The ways in which they benefited ranged from the 
comment that it made the students "feel that they are part of the 
process" (020:14) to the comment that students benefit indirectly as 
their parents come to understand the process of schooling. "Perhaps 
not directly but certainly indirectly as parents learn about school 
and their expectations change" (002:14). Where tutor programmes were 
concerned, the benefits were perceived to be more direct: 
When their Mums and Dads are there helping, the kids really 
have an attitude of "I'll do well". One father was a sailor 
and when he is back on leave he always come in to help and 
his daughter loves that - it is his step-daughter really. 
The Bridging kids really need this sort of support and 
interest from their parents (027:14). 
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All the comments backed up the notion that no matter how the 
parents were involved the students benefited. Some teachers commented 
on the idea that adolescents did not want their parents around the 
school. The school was one arena where adolescents could grow as 
individuals and be free of parental constraints and influences, 
whether those influences were negative or positive. This view was 
more commonly held among teachers than among parents. It was also 
given as one of the key explanations by teachers as to why parents did 
not become involved in their children's high school. 
Projects under discussion in this study fell into Fullan's 
(1982:196) first three categories described in Chapter 3. He 
suggested that only straightforward tutelage of students by parents 
could improve the child's educational level. Claims for academic 
gains from any other type of involvement need to be treated with great 
caution. It was for this reason that this question asked whether 
students benefited in any way, rather than whether they benefited in 
their level of educational achievement. One negative case claimed 
that a parent had tried to ensure that his child benefited 
educationally through querying marks and manipulating his child's 
teachers. Others spoke about benefits in the wider educational sense 
of students gaining an improved self-image, or an increased 
understanding of the democratic process. These benefits were 
advantageous but to link them to student achievement, as Fullan 
pointed out, is a jump which is not justifiable and would not be made 
here. Yet, despite lack of hard evidence, the rationale for 
home-school relationships remains at this level. 
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Problems and Opportunities 
All of these projects were classified as successful, in that they 
are still in operation in some form or other after three years. The 
processes used in their development are classified as successful too. 
A factor that may lead to a project collapsing is that it threatens 
particular groups, institutions or individuals. The participants were 
therefore asked whether they felt there were any threats arising from 
the particular project that they had been discussing. This probe was 
based on Fullan's comment (1982:25) that "all real change involves 
loss, anxiety and struggle." 
As might have been predicted in view of the literature, the group 
seen as both a threat to and threatened by the projects was the 
teachers - although this was not perceived to be the case in School A. 
Males perhaps because of their sensitivity to power structures, were 
more likely to state that the teachers felt threatened while females 
were most likely to state that there were no threats (Table 10.4.4.1). 
As in an earlier question, the participants were more comfortable 
discussing the positive aspects or opportunities offered by these 
projects rather than the problems. School B and School C stressed the 
development of better communications which was not mentioned by 
School A. This was surprising as processes such as Morning Teas and 
Neighbourhood Meetings had been set up to improve the communication 
links between the school and its community (Table 10.4.4.2). This 
result could be partly explained by the fact that School A in any 
event stressed the development of a sense of community. This was very 
important to them and was an ideal which they felt they had gone some 
way towards achieving. In Schools B and C, in contrast, the focus on 
involvement processes as a communication mechanism underlies the 
perception of all those concerned that a gap existed between parents 
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and communities which made such mechanisms useful. In School C, for 
example, the Principal had decried the lack of community spirit. 
Problems associated with non-teaching adults playing any role in 
the school related to the way in which teachers felt threatened by 
their presence. On the positive side the major opportunity offered by 
community involvement projects was the improvement in communications 
and a general positive identification with the school on the part of 
the community. 
DESCRIPTION OF THOSE INVOLVED WITH THE SCHOOL 
The literature indicates that it is difficult to define the type 
of person who will become involved in schools. This view is backed by 
the SEDL researchers, who stressed the many and varying reasons for 
involvement of people from all strata of society. For instance they 
found that parent interest in a variety of possible roles bore little 
relationship to the parents' own level of educational achievement 
(Stallworth & Williams, 1982). However it was still felt to be 
important to discover whether the group interviewed for this study 
perceived those who were involved in any specific way. 
Characteristics of Parents who become Involved 
Both teachers and parents found it easier to describe the type of 
parent that was involved rather than the type of teacher that was 
involved. With the exception perhaps of parents from School A, this 
generalised description painted a picture of a parent with a strong 
self-concept already in place. The parents were described as 
"friendly and outspoken", "caring" and generally interested in the 
community. School B stressed the idea that the parents were friendly 
(Table 10.6.1.1), and together with respondents at School C, spoke 
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about the wider concerns of many of these parents. They were caring 
in a very general sense, in that the whole community was important to 
them. 
The respondents from School A gave the widest range of 
characteristics, illustrating the feeling that there were "all sorts" 
involved. The Principal also expressed this view in replying to 
whether he could describe the characteristics of the parents who 
became involved. His reply was: 
I doubt it! - there are a variety of groups from the 
fanatical group to others who are keen for a variety of 
reasons ... . You'll have to ask the parents that one! ... 
People become involved, I believe, because of a wish to help 
their children's education or because they can get something 
out of the involvement personally ... . This gives a very 
wide range of parents! (001:18). 
Perhaps this is a reflection of the more disadvantaged socio-economic 
status of parents in School A's community and of their wide range of 
needs and circumstances. 
At School B, the male teachers mentioned that the parents who 
were involved at that school were academic or intelligent. They were, 
to a certain degree, accepted by the teachers on the basis of these 
characteristics. This academic elitism was reflected in the opinion 
of the negative case teacher in School A. She claimed that if the 
parents were intelligent (read "academically credentialled") it was 
worth involving them, otherwise it was just a "waste of time". A 
parent in School C expressed a similar viewpoint in her statement that 
if parents did not have the "nous" they were just a nuisance to the 
teachers. These views reflect the concept of schooling as a place for 
children. Parents are useful if they have something to offer the 
school, but the school has no responsibility towards them. 
Teachers and parents in each school reflected each other's 
opinions, which in turn reflected the views held by the principal. 
/ 
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This was most noticeable in School A where both parents and teachers 
often quoted the Principal. All three principals were involved in 
creating a climate that they felt was appropriate for a secondary 
school, but Principal A was deliberately outspoken on his views 
concerning community involvement in his attempts to raise the 
awareness of his community. Again a slight gender difference emerged. 
Males placed more emphasis on the idea that it was parents who were 
interested in their own children who became involved (Table 10.6.1.1). 
Characteristics of Teachers who become Involved 
As with the parents, the teachers who were involved were 
described primarily as generally caring and interested. They were 
also seen as sociable, friendly and less inhibited than many of the 
other teachers (compare Table 10.6.1.1 with Table 10.6.2.1). This 
meant that they were seen as people who not only related well to 
students but also related well to adults. This ability was juxtaposed 
against the parent comment that some of the teachers seemed to be 
terrified of the parents. One of the principals backed up this view 
in commenting that some teachers were frightened of parents, and that 
he himself had felt physically intimidated by a parent. 
No parent commented on the discipline area from which the 
teachers were likely to come if they were to be involved with parents 
or the coimnunity. Teachers, however, suggested that many such 
teachers were likely to be either teachers of practical subjects or 
remedial teachers. It was claimed that these teachers had more time 
to become involved with parents and the community (Table 10.6.2.1). 
The negative case parent from School A commented that the 
teachers involved tended to be male. She had some very harsh words to 
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say about female teachers working only nine to three, and being more 
concerned with their pay packet than with anything else. 
Overall, parents and teachers tended to focus on different 
aspects of involved teachers. Parents see such teachers as 
existentially caring and genuinely interested. Teachers give a wider 
range of descriptors including personal and professional abilities 
such as uninhibited, competent and articulate, democratic and so on. 
That is, the latter tend to focus on more stylistic factors. 
RATIONALES FOR INVOLVEMENT 
Once the participants had thought about the characteristics of 
parents and teachers who became involved they were then asked to 
explore the reasons why these people were involved. Rationales for 
involvement were approached from three different angles. First, 
participants were asked a general question, "Why do you think parents 
or teachers become involved in the school?" (Table 10.6.1.2 and 
Table 10.6.2.2). This was followed by a probe question, "What do you 
think parents or teachers gain from this involvement?" (Table 10.6.1.3 
and Table 10.6.2.3). Finally the participants were asked to picture 
specific people and consider their involvement, why they were involved 
and what they gained from their involvement (Table 10.6.1.4 and 
Table 10.6.2.4). 
If the institutionally accepted ideology of a sole rationale, 
"for the sake of their children", reflected the subjective reality of 
those who were involved, this sentiment should have appeared in some 
form in the answers to all these questions. 
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Parents and Rationales for Involvement 
In fact "interested in own child" did not appear as often as was 
expected in the description of the characteristics of the parents who 
became involved (Table 10.6.1.1), but it was given as the reason for 
involvement by over half the respondents when discussing why parents 
generally became involved (Table 10.6.1.2). Reasons such as "the wish 
to contribute" and the idea that being involved was "fun" in its own 
right also appeared. 
When discussing what: was gained from involvement fewer parents 
identified their children's benefiting as the major gain. More 
emphasis was placed on the personal enjoyment and feelings of 
self-esteem gained from involvement. Some parents however did place 
equal importance on both these aspects as the following quote in 
answer to what parents gain illustrates: 
They get to know their kids' teachers a lot closer, they can 
meet and talk to the teachers on an informal basis, for 
instance one of my kids' teachers always comes and has lunch 
with me and it also gives the parents someone to talk to and 
gets them out of their houses (023:19). 
This last point was taken further when this parent personalised 
the reasons for becoming involved by describing her own reasons. "For 
myself it means that I am not stuck in the house doing housework, and 
I enjoy the company especially after working for so many years." She 
then added to this: 
it means that I can keep track of my kids with the teachers 
flitting past. They let me know how my kids are behaving in 
a friendly informal way - "gee that kid of yours talks!" -
or the deputy principal mentioned to me that he had had to 
chat to my daughter because of all the rings that she was 
wearing. The kids know that I am here and that the teachers 
might tell me if they misbehave!! (023:19). 
Table 11.2 illustrates the difference in the answers given to why 
parents become involved and what they gain from their involvement in a 
general sense, by comparing the responses to these two questions. 
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TABLE 11.2 
A COMPARISON OF TOTAL RESPONSES ON WHY PARENTS ARE INVOLVED TO 
WHAT PARENTS GAIN FROM INVOLVEMENT BOTH GENERALLY 
AND WHERE SPECIFIC EXAMPLES ARE GIVEN 
Response 
Why Involved 
(Table 
1 0 . 6 . 1 . 2 ) 
What i s Gained 
( i n g e n e r a l ) 
(Table 
1 0 . 6 . 1 . 3 ) 
I n t e r e s t in own c h i l d / 
Own c h i l d b e n e f i t s 
Want to c o n t r i b u t e 
Want to f e e l p a r t of 
community 
Self -es teem or enjoyment 
F r i endsh ip /Con tac t wi th 
o the rs •"  
Importance of educa t ion 
Be t te r unders tand ing of 
educat ion 
I n t e r e s t in c h i l d r e n 
genera l ly^ 
Socia l reasons/commit tee-
goer 
R e c o g n i t i o n / s t a t u s 
Personal development 
Don't know^ 
1§ 
14 
10 
11 
6 
16 
13 
12 
3 
3: 
What is Gained 
(specified 
examples) 
(Table 
10.6.1.4.1) 
15 
5 
I 
5 
18 
Total 61* 64-' 56 
Notes: ^Participants gave more than one answer. 
•"•Did not appear as a reason under Q.6.1.2. 
^Did not appear in answers given to Q.6.1.3. 
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Agreement existed between the teachers and the parents in each school 
as to the parents' motivations. However, male teachers placed more 
emphasis on the parents' "wish to contribute" than did the parents 
(Table 10.6.1.2). 
When it came to talking about what parents gained from their 
involvement, further differences appeared between schools and gender 
(Table 10.6.1.3). School A and School B with relatively higher levels 
of involvement stressed the gains in the area of self-esteem, while 
School C highlighted the enjoyable aspects of involvement. Males 
claimed that their own children benefited from their involvement while 
females agreed that it was the friendship and contact with others that 
was the gain from the involvement. This point is made strongly by the 
following two quotes from females from very different socio-economic 
backgrounds. "From a selfish point of view I would go stark raving 
crazy if I didn't have some means of getting out of the house ..." 
(030:19) and "it keeps them sane - they like to be involved and there 
is nothing to do at home except go crazy watching the T.V." (010:19). 
If we are to accept research evidence such as that produced by 
Johnson and Ransom (1983), most parents are interested in their 
children's progress at secondary schools. Contrary to what most 
secondary schools seem to assume, this interest does not necessarily 
manifest itself in a physical presence at the school. Yet parents are 
told that this physical presence is important for their children to 
achieve in school. The argument put forward here is that this means 
that the initial response of parents who are involved, as to why they 
are involved, is influenced by what they deem to be institutionally 
acceptable. It was therefore important to try to persuade the 
respondents to examine the reasons for involvement less superficially. 
This was done through getting the respondents to personalise the issue 
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by picturing actual people who were involved and describing their 
reasons for being involved. The majority of participants included 
themselves among these examples. The data from this source were far 
richer, more detailed and less restrained than the answers to the 
previous two questions. A summary of these responses appears also on 
Table 11.2 to allow for comparison with the earlier more generalised 
responses. 
Thirty-two examples of females who were involved were given and 
23 examples of males (Table 10.6.1.4.2). For three of the examples no 
sex was specified. The majority of those interviewed gave 
two examples. In almost half of the first choice of example, "to 
support their children" was given as the major reason for involvement. 
In discussing a second case only one person suggested this as the 
rationale for involvement (Table 10.6.1.4.1). Table 11.3 summarises 
the complete table appearing under Table 10.6.1.4 as to the reasons 
given for individual adults becoming involved. 
The data from the interviews indicate that when they were talking 
about someone else the respondents attributed, in addition to the more 
conventional motives, motives which were to do with self-
actualisation. When they were talking about themselves they tended to 
stay with the accepted ideology, namely, "I am only doing it for my 
children" or with affiliation and status motives. When they spoke 
about others, however, they tended to move up the Maslow hierarchy and 
they added to concern with children the prime motive of 
self-development. Males, with greater opportunities for 
self-development, emphasised the institutionally accepted rationale, 
while females more often spoke about self-development and friendship. 
Whereas examples from School A and School B were evenly divided 
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TABLE 11.3 
WHAT INDIVIDUAL PARENTS GAIN FROM THEIR INVOLVEMENT 
AS PERCEIVED BY PARENTS AND TEACHERS 
Children are supported 
Self-development 
Understanding of school 
Status 
Enjoys it 
Feels needed 
Total 
Note: "The teacher negative 
First 
Example 
14 
12 
3 
1 
30* 
case in School 
Second 
Example 
1 
6 
2 
4 
8 
5 
26 
C did not give 
Total 
15 
18 
5 
5 
S 
5 
56 
an example. 
between male examples and female examples, the overwhelming number of 
examples from School C were females (Table 10.6.1.4). 
Two interesting examples of males and the self-development 
rationale came from School A. In the first example the respondent was 
discussing his own involvement and in the second example the 
participant was describing her husband. In the first example the 
father commented on how he had been to the same school as his children 
and simply hated it, experiencing nothing but failure. It was only 
through the insistence of the Principal that he had finally become 
involved. His present involvement, he felt, had had a significant 
impact on his life. 
I gained a better understanding of other people's 
experience. It has been helpful to me in my own job. I 
have been able to develop the ability to inter-relate with 
other people and improve in this way without any pressures 
(009:19). 
He goes on to claim that a promotion he was given at work could 
be directly attributable to the way in which the school had built up 
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his self-confidence and ability to express his own opinion. 
Gratuitously he added that unfortunately his involvement had not 
helped his sons at all. 
The second example related to an unemployed father whose 
self-image was pretty low. He helps the kids and this 
boosts the kids' self-image too ... he helped a kid who 
couldn't read but did his maths test extremely well when the 
questions were read to him. That helped the kid's parents 
too!! (008:19). 
The student mentioned here was given a mathematics prize at 
Prize-giving Night for outstanding progress. That night was the first 
time his parents had been to the school. 
These examples stand out because they relate to men, whereas that 
kind of scenario was more usually associated with women. For example, 
another parent told the story of the mother quoted at the beginning of 
this chapter. 
A parent who had been helping in the school got a teachers' 
aide job which helped her in many ways. Not only the 
financial gain but the boost to her own thoughts of her own 
self-worth and ability to rejoin the workforce, after a 
number of years away (008:19). 
Such comments indicate that there is a need to rethink the accepted 
instrumental rationale for adult involvement in education. It is not 
so much that the thesis is wrong, as that it is only half right. This 
point will be picked up again and discussed in the following chapter. 
Teachers and Rationales for Involvement 
The same question as to why teachers become involved and what 
they gained from their involvement were put to all the respondents. 
For the teachers the answers were expected to relate more closely to 
the accepted ideology, that teachers can teach better when they 
understand their students' backgrounds better. This view did come 
through (Table 10.6.2.2). Table 11.4 presents a summary of all the 
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TABLE 11.4 
A COMPARISON OF TOTAL RESPONSES ON WHY TEACHERS ARE INVOLVED 
TO WHAT TEACHERS GAIN FROM INVOLVEMENT, BOTH GENERALLY 
AND WHERE SPECIFIC EXAMPLES ARE GIVEN 
Response 
Why Involved 
(Table 
10.6.2.2) 
What is Gained 
(in general) 
(Table 
10.6.2.3) 
What is Gained 
(specified 
examples) 
(Table 
10.6.2.4.1) 
For the sake of the 
students 
Get a better view and 
understand the students 
Need support of the 
parents 
Get support from parents 
Need help in the classroom 
Can do the job better 
Enjoys the parents 
Assistance and friendship 
Ideological reasons 
Leads to better relation-
ships 
Promotion 
Because the Principal 
said so 
Don't know 
Self-satisfaction ' 
Personal development 
Gained confidence 
15 
2 
1 
15 
12 
7 
2. 
7 
11 
9 
3 
Total* 44 53 53 
Note; ^Participants gave more than one response. 
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responses to the question concerning why teachers become involved and 
what they gain from their involvement. 
There was little difference in the responses between teachers and 
parents. Parents tend to ascribe reasons for involvement to a more 
existential "for the sake of the students" whereas teachers tend to 
focus on a wider range of instrumental and stylistic or ideological 
reasons. School A gave fewer responses than School B or School C and 
did not emphasise the "better view of students" as much as the other 
two schools. Some gender differences were apparent. Female teachers 
and parents stressed the friendship, linked to the assistance gain for 
teachers, while male teachers and parents stated that teachers needed 
the support of the parents and that that was their key gain 
(Table 10.6.2.3). Some went so far as to say that support from the 
parents could allow teachers to do things that they would otherwise 
not be allowed to do. The idea that the P & C gave support in terms 
of resources to teachers who developed a good relationship with the 
P & C was also mooted. 
Finally, individual cases were discussed. Fifteen examples were 
given of female teachers who were involved, 29 of males and for ten of 
the cases no sex was given. Thus a total of 54 teachers were looked 
at compared with 58 parents. A bias towards male teachers seemed to 
be present among the parents, as they gave 21 examples of male 
teachers whereas the teachers gave only eight. Parents overall gave 
twice as many examples as teachers, but teachers gave an equal number 
of male and female examples, while parents gave almost three times as 
many male teacher examples (Table 10.6.2.4.2). 
The reasons given for the involvement of the individual teachers 
reflected earlier observations, with perhaps slightly more emphasis on 
the self-satisfaction aspect, of feeling that one was doing a better 
job (Table 10.6.2.4). This material is summarised in Table 11.5 which 
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TABLE 11.5 
RANK ORDERED RESPONSES OF WHAT INDIVIDUAL TEACHERS GAIN 
FROM THEIR INVOLVEMENT AS PERCEIVED BY PARENTS AND TEACHERS 
First Example Second Example Third Example 
Easier to teach 
Personal develop-
ment 
Assistance in 
class 
Self-satisfaction 
Helping students 
Promotion/Status 
Enjoys socialising 
8 
8 
4 
3 
1 
1 
Self-satisfaction 
Helping students 
Promotion/Status 
Enjoys socialising 
Gained confidence 
Assistance in class 
Personal develop-
ment 
7 
4 
3 
3 
3 
2 
1 
Self-satisfaction 
Personal develop-
ment 
Easier to teach 
Helping students 
Assistance in 
class 
Promotion/Status 
Enjoys socialising 
Gained confidence 
11 
9 
8 
7 
7 
4 
4 
3 
Total 30 Total 23 Total 53* 
Note: *One example was given and described, but no rationale for 
involvement was suggested. 
rank orders the responses given. The number of respondents who gave 
each response is also indicated. 
The notion of self-satisfaction was usually expressed in a 
positive sense, as that of doing the right thing. Two of the teacher 
negative cases however felt that some teachers received a 
self-satisfied sense of self-satisfaction, through the belief that in 
some sense they were "showing the parents the light". Generally, as 
evidenced above, both groups related the teachers' gains to an 
increased sense of professionalism in doing their job better. 
Overwhelmingly responses fell into this general category. However it 
is interesting to note that an idea of personal development due to 
being involved with other adults was verbalised. This was carried to 
the extreme feeling that teachers could actually gain in confidence 
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due to these interactions. It was mainly, but not only, parents who 
put forward this view. The following quotes encapsulate these 
perceptions. 
One particular teacher gained the support of parents for a 
project that he sees as vitally necessary. He is not a 
person-oriented person but in his interactions with parents 
he has become far less threatened by parents as both groups 
want the programme to work (018:21). 
One of the male teachers has developed more confidence with 
adults. He relates better, is more positive and is coming 
to grips with change ... (018:21). 
... it's a very individual thing. Teachers gain in their 
own personal development and confidence (015:21). 
The comparison developed in Table 11.4 suggests that when 
teachers and parents think about individual cases the responses relate 
more to personal aspects of being able to teach more professionally 
rather than benefiting students. Needless to say, these aspects are 
interlinked since, if the teacher is happier, enjoys what she is doing 
and is getting assistance in the classroom, the students will 
inevitably benefit. 
SUMMARY 
One of the questions raised in Chapter 3 asked to what extent the 
thesis of empowerment was supported by the comments of parents 
involved in Queensland schools. A further question asked whether the 
references of those interviewed to such factors as self-concept or 
personal development were sufficiently dominant to require a 
re-examination of the current rationale for community involvement in 
schools. The results of this study, particularly where participants 
were asked to describe the motivation of individuals whom they knew, 
suggest strongly that the Queensland ideology relating to community 
involvement needs to be re-examined in the light of the emphasis 
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placed here on the personal needs of individuals. The following 
series of examples from the three schools illustrate this viewpoint. 
In School A with its problems of unemployment and low socio-economic 
status the views expressed often related to the development of 
self-concept. 
[A] Parent who had been helping in the school got a 
teachers' aide job which helped her in many ways. Not only 
the financial gain, but the boost to her own thoughts of her 
self-worth, and ability to rejoin the workforce, after a 
number of years away (008:19). 
[For my] Self - I gained a better understanding of other 
people's experience. It has been helpful to me in my own 
job. I have been able to develop the ability to 
inter-relate with other people and improve in this way 
without any pressures (009:19). 
One is helping with the reading course. He never misses a 
day. He is unemployed for health reasons and is totally 
committed. He keeps coming back so he must be getting 
something out of it. My view is that life has meaning for 
him again instead of just sitting at home feeling useless. 
Everyone respects him (006:19). 
A man - I often see him at school and he helps students with 
maths and reading - just needs to help someone else. He 
seems to spend a lot of time during the day at school. 
Someone was needed and he was prepared to give his time as 
he does not seem to have a job (005:19). 
Even the negative cases through their sarcasm seem to recognise 
the personal empowerment resulting from involvement. 
One of them used to do reading which was a bit of an ego 
trip but also does build their self-confidence ... . 
Sometimes the involvement gives them a little false 
security - they haven't been important and now they have 
this little role to play and then they challenge things that 
they lack expertise in ... . A withdrawn quiet mother and 
yet is very good with kids in reading. The two seem to be 
helping each other (004:19). 
A teacher in School A describes the end results of the 
involvement of some of those mentioned above. 
A male parent who was unemployed and has gained a sense of 
worth through his involvement. A single parent who was in 
the reading programme and has now gone to Mt Gravatt CAE to 
do some course there. The President of the P & C who was 
not very articulate before but has grown so that he is able 
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to converse with the conservative principal about caring and 
social and employment patterns in the area while showing no 
inhibitions of a parent talking to the principal (003:19). 
In School B a teacher commented that "one tutor said that she 
felt she was growing with the student and learning a lot herself" 
(014:19). Another discussed the ongoing involvement of a male 
volunteer. "One of the male volunteers is very enthusiastic. He 
retired prematurely I think and is obviously getting something out of 
working with kids. He is particularly motivated by working with 
bright migrants" (015:19). Some comments lead to interesting 
speculation as to the possible motives for involvement. "For instance 
the parent who came to all the P & C meetings and is on the SAC and 
never says anything - I can't understand what she is gaining" 
(017:19). Another parent however is much clearer. 
I can think of a couple of women who have developed their 
own self-confidence and self-image through doing jobs for 
the school - they ran the second-hand bookstall and did this 
very successfully, their self-image was raised and they were 
certainly appreciated by all (018:19). 
For another parent I think it has been a means of 
self-expression and personal satisfaction and achievement in 
organisation. I think it has helped this parent get over 
the trauma of a marriage break-up and has given her access 
to company and outside contacts ... (020:19). 
In School C a similar picture appears. 
One of the mothers has been on the management committee [of 
the P & C] for two years and it has given her a real other 
interest in life, developed a sense of responsibility and 
taught her human relations and business management skills 
(021:19). 
Another parent commented that "one of the mothers came from 
Victoria and has got to meet people whom she wouldn't otherwise have 
met .... It has really helped her overcome loneliness" (023:19). 
This story was repeated in School C, reflecting the social mobility in 
the area. 
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Mrs S - she is a whinging old pom but is lovely with the 
kids. The problem is that she wants to spend the whole day 
out and they only work with the kids for 45 minutes so she 
hangs around looking for something to do (027:19). 
A teacher summed up the point made by many in this school 
relating to the way in which non-teaching adults began to see 
themselves in a more positive light through their work, at any level 
in the school. 
Till a few years ago she was a little scared and reticent of 
the school but having broken that barrier she is really 
enjoying it in terms of personal satisfaction. The sheer 
business of having something to do. She used to sneak 
around but now says hello to all and sundry and has a little 
natter. It is a big matter of self-concept and self-esteem 
(031:19). 
These references to personal development, increased self-esteem 
and the consequences for the individual of this development were 
striking in the frequency of their appearance and present a strong 
educational argument as to why the conventional ideology relating to 
community interactions with schools need to be reconsidered. This 
ideology is based on instrumental reasons. It therefore may go some 
way towards explaining why some males are involved with the school. 
Moore (1985) in his book on voluntarism argued that there are 
multiple motives for volunteering to become involved in any 
organisation and that some differences between male and female 
volunteers were apparent. The research is inconclusive but this study 
points in the same direction as that indicated by van Til. In 
reviewing the limited research van Til (1985:247) indicates that women 
speak about "the importance of self-maintenance needs such as the need 
to keep busy or to escape, and self-actualising goals such as 
self-education and personal growth." Those interviewed for this study 
spoke in the same terms. 
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This chapter has described and commented on the interview data, 
concerning views about involvement, through the eyes of the actors 
involved, that is the teachers and the parents. More importantly, the 
chapter has reported the responses to the questions that probed 
beneath the institutional responses that are normally given, as to why 
parents and teachers become involved in school-community interactions, 
to reach a more personal rationale that explores the subjective 
reality experienced by those who become involved. Some light 
therefore has been thrown on the questions raised at the end of 
Chapter 3. The following chapter returns to these questions and 
attempts to address them more centrally, as they are seen to cover the 
key issues arising out of this work. 
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CHAPTER 12 
INTERPRETATION AND EVALUATION 
[Parents gain] maybe an understanding of teenagers that they 
did not have previously, personal satisfaction in support of 
genuine needs seen in schools, a broadening in their 
understanding of human problems and a confidence to expand 
into related fields ... . One of the male volunteers is 
very enthusiastic. He retired prematurely I think and is 
obviously getting something out of working with the kids. 
He is particularly motivated by working with bright migrants 
(Teacher, School B). 
... friendship with other parents, teachers and students and 
that is very important (Parent, School B). 
INTRODUCTION 
This thesis has concentrated on two problems, that of the 
processes of setting up projects which involve the community in 
school-based projects, and that of the perceived motivations of those 
involved, particularly parents. Lightfoot (1978), as was noted in 
Chapter 6, levelled the charge against those writing in the area of 
parent-school relationships that their portrayal of this relationship 
was distorted, oversimplified and stereotyped especially with regard 
to non-mainstream groups. 
This chapter attempts to interpret the complex data collected in 
these two interlinking areas and to evaluate the usefulness of the 
findings. The discussion is presented under three main headings: 
Processes and School-Coimimnity Interactions; Rationales for 
Involvement; and Class and School-Community Interactions. 
278 
PROCESSES AND SCHOOL-COMMUNITY INTERACTIONS 
Greiner's model of identifiable patterns for a successful change 
was used to provide some guidance in researching this area. Two key 
images emerged and were continually reinforced over the five years 
that the schools in the study were visited. The first was the central 
role played by the principal in establishing and maintaining the 
culture of the school expressed in the ensuing beliefs held by both 
teachers and parents on school-community interactions. The second 
related to community-school processes, and was the concern expressed 
by those involved over the fact that, despite their efforts, it did 
not seem that more people became involved in either individual 
projects or in the school generally. These two issues are dealt with 
separately. 
Organisational Culture and the Role of the Principal 
All three groups - parents, teachers and principals - agreed that 
the principal was the key to the culture of the school. If he was 
open, warm and welcoming, the school climate reflected these 
characteristics. His beliefs about the role of the parents and the 
community in the school were accepted and verbalised as their own 
beliefs by the parents who were involved, and by many of the teachers. 
Therefore there existed more congruence within a school, than between 
the parents across the three schools or teachers within the 
three schools. Whether this meant that principals affected the values 
of those in the school, or selected those with similar values to 
participate in school projects is a moot point. Probably both factors 
were at work. Teachers with similar values to those of the principal 
are likely to be involved, as are parents with congruent ideas. But 
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the principal is also likely to engage in attempts to influence the 
fields of shared meaning in the school. This point was discussed in 
Chapter 8 when looking at the iterative nature of school-community 
interactions. 
This finding echoes the emerging interest in the role of chief 
executive officers in establishing corporate culture in other 
organisations (Weick, 1977; Greiner, 1983; Limerick, Cunnington & 
Trevor-Roberts, 1984; Schein, 1984). These studies point to the 
congruence between the environment of the organisation, its strategic 
priorities and its culture. This congruence is a striking aspect of 
this study. School A exists in a socio-economically disempowered and 
geographically isolated community. It is in this school that the 
principal, teachers and parents valued programmes aimed at adult 
empowerment and provision of opportunities to socialise or increase 
life changes. School B, in a professional, upper middle class 
environment, focused on representation at more strategic levels - and 
experienced greater tension between the more autonomous parents and 
the desired autonomy of the school staff, with more ambivalent 
leadership processes reflected in the change of principals. And 
finally. School C operated in an upwardly mobile, discretionary income 
producing community - and all those within it focused more strongly on 
material helping relationships or activities which gave social 
linkages to the mobile members. 
This is not to imply a passive deterministic model of the 
processes of involvement. These three schools were chosen as 
successful in launching school-community programmes. An image is one 
of proactive principals searching for programmes appropriate to the 
needs of the school, developing a vision of those programmes and 
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searching for support from parents and teachers who shared that 
vision. Thus while Weick (1979:42) comments that "managerial work can 
be viewed as managing myths, symbols and labels ... because managers 
traffic so often in images, the appropriate role for the manager may 
be evangelist, rather than accountant", Greiner (1984:14) states that 
his 
own research and consulting experience suggest that the 
senior executive's leadership behavior has the single most 
powerful effect on shaping a firm's strategic direction. 
Whether the firm remains open to change or stays mired in 
tradition depends greatly on how the senior executive 
conducts himself or herself on a day-to-day basis. 
Within the school context Robertson (1984b) identified the 
"Commitment of Status People" as one of the six factors vital to the 
implementation of community education in Queensland schools. Due to 
the hierarchical nature of Queensland education the principal must be 
seen as one of these Status People. Robertson, however, also referred 
to inspectors and regional personnel as status people. Although this 
support is desirable it is not essential to the success or otherwise 
of the sorts of interactions investigated here. In School A there was 
little regional support in the early days for many of the initiatives 
introduced. Some support, much of it token, emerged as the 
initiatives were recognised elsewhere in Australia. 
As has been discussed in earlier chapters, it is widely accepted 
that the transfer of the principal may have disastrous consequences 
for any innovative programme. In two of the schools studied here, the 
transfer of the principal did lead to a down-grading of the efforts of 
both parents and teachers in the area of school-community 
interactions. This occurred more so in School A, where the parents 
were less confident in their dealings with the school than in 
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School B, where the parents generally had a higher level of education 
and were more proactive where the school was concerned. 
Greiner's Model and the Process of Change 
Greiner's model identifies a process of organisational change 
which involved eight major phases. These, Greiner suggested, occurred 
in a predictable order where successful change eventuated. In this 
study, this pattern of change was developed into a model thought to be 
applicable to educational organisations in Queensland, and questions 
in the interviews which related to change processes were guided by 
this model (Figure 3.1). 
Greiner suggested that, as the change process gathered momentum, 
more people were involved in fact-finding and suggesting solutions. 
The change process which started out on a small scale would spread and 
widen with each success. Greiner's model is in no way idiosyncratic 
as it exemplifies the diffusion model prevalent in current 
organisational design literature. Based on this theory, it was 
suggested in the model for Queensland schools that once a project was 
in process, and was seen to be successful, more people would become 
involved. Continuous evaluation and experimentation with new 
solutions to improve the total school climate would occur (Figure 3.1, 
Phases 6, 7 and 8). 
In practice there was little evidence that diffusion occurred in 
this way. Rather, the successful project seemed to become 
encapsulated, with few repercussions elsewhere in the school. 
Phases 1, 2, 3, 4 and 5 then were clearly exhibited in the projects 
discussed, although during Phase 5 the level of interaction did not 
alter as was suggested. During Phase 6 implementation occurred but 
there was little evaluation. Some experimentation with new solutions 
was in evidence as in the move in School B from Community Tutor 
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Programmes to the Learning Assistance Programme but there was no 
evidence of significant changes taking place elsewhere in the schools 
as a result of these initial change projects. 
These findings necessitate a re-interpretation of the accepted 
diffusion model of change in an organisation. It is therefore 
suggested that a differentiated, multiple project model would have 
better explanatory value as to what is occurring in schools. Peters 
and Waterman (1982), for example, commented that successful 
organisations today achieve one hundred per cent more than others, not 
by one project giving them an extra one hundred per cent but by 
one hundred small projects each contributing an extra one per cent. 
This process of what is often called "chunking" problems, or systems, 
into more manageable, loosely-coupled units is central to the writings 
in excellence literature, and is not too incongruent with Greiner's 
concept of "a number of small decisions ... implemented at all levels" 
(Greiner, 1967:126). 
An acceptance of a multiple project model would mean that the 
principal would not expect or plan for diffusion of a single project. 
Encouragement would be given to many smaller loosely-coupled projects, 
all within the general philosophy of community education which the 
principal was trying to promote in the school. This places more 
emphasis on the principal's role in managing the philosophy, or the 
myths, symbols and labels, behind these projects, rather than their 
day-to-day activities. This view of a differentiated, multiple 
projects model gives better guidance and encouragement to those 
principals trying to change various features of their schools, than a 
unitary concept of diffusion. Those interviewed have a reluctant 
sense of failure with regard to these projects, since they have not 
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captured widespread participation. A multiple project model allows 
them to treat each project as a small approximate step in an overall 
direction. 
RATIONALES FOR INVOLVEMENT 
With Lightfoot's critique in mind, care was taken to be critical 
of the reasons why adults, both parents and community members, became 
involved in schools. The Queensland ideology argues that adults 
become involved for the sake of their children, which is a fairly low 
level and simplistic rationale (refer to the discussion in Chapter 3). 
The wide range of reasons given, and the fact that many of these 
related only peripherally to children's schooling, nevertheless came 
as a surprise. Many of the reasons given were not only personal but 
very evidently needs based. They gave a rich insight, as highlighted 
in the opening quotes to this chapter, into the dynamics of 
involvement, compared with the oversimplified and stereotypical views 
expressed so often in the educational literature. 
The Queensland institutional views are open to the same 
criticisms as those levelled against institutional volunteerism by 
Malcolm Knowles, a community educator, reported in Van Til (1985:245). 
"Knowles noted that 'institutional volunteerism has been structured in 
this country, on the whole, on fairly low-level and static 
assumptions' about why people volunteer." Using Maslow's hierarchy, 
he suggests that volunteerism would look very different if it was 
structured around self-actualisation. There was a temptation to use 
Maslow's concepts in describing reasons given by non-teaching adults 
for involvement in schools in this study. Yet Maslow's concept of 
self-actualisation is too static and individually located to capture 
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the essence of many of the views that were presented. The notion of 
"empowerment" seems to have greater utility for it captures not only 
the development of one's own potentialities but also the growth of the 
individual into society, into a more confident and contributive social 
role. 
Gender and Rationales for Involvement 
Perhaps due to the constraints on their work lives, males were 
more task-oriented than females. Particularly in School B and 
School C they expressed the view, in one way or another, that they did 
not need the school but felt that the school needed them. They had a 
duty to perform to the school, especially when their children attended 
the school. There were few instances of males staying involved with 
the school once their children had left. Their involvement related to 
their own children and was for a specified time span. The actual time 
spent in the school was limited, and interactions occurred with a 
small number of staff, usually those in the administrative team. 
There were exceptions to this pattern such as the unemployed male 
executive (School B), mentioned in the opening quote, and the 
unemployed male labourer (School A). 
Many of the females on the other hand had an ongoing relationship 
with the school. In one case (School A) this lasted 20 years after 
her last child had left the school. Without acknowledging the fact, 
although many of the perceptive teachers were well aware of it, the 
school was meeting a wide variety of needs within its female 
participants. The need for the school and what it could offer was 
very clear, although haltingly expressed by these women. For some 
women the Tuckshop became central to their lives. They were 
performing an extremely important function which in turn gave them a 
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feeling of self-worth, as is evidenced in the following quote: "for 
myself I like being involved through the Tuckshop and I just LIKE 
kids. I am interested in the welfare of youth and many of them come 
and tell me their problems while I am here" (010:19). 
Other women who helped around the school in the Resource Centre 
or as volunteer tutors also made reference to their improved 
self-concept. This seemed to be particularly the case in School A and 
School C. School A had a high proportion of single parents and 
welfare recipients. The school did not reach many of them, but those 
that did become involved talked freely about what it meant to them, 
such as building up their confidence to go back to paid employment. 
School C had a mobile population, and so for some women it was their 
lifeline to other women and an escape from loneliness. At the same 
time they were performing functions such as tutoring which made them 
feel that they were doing something worthwhile. 
The comments of some of these women reflect the literature on 
women's lives and their struggle to make meaning of their lives, 
particularly when their child-rearing years are passed (Thiering, 
1973). Their references to factors such as self-concept and personal 
development appeared so frequently in the interviews that they alone 
would suggest that there is a need to re-examine the current rationale 
concerning community involvement in schools. 
Because they were involved for a longer period of time and in a 
wider range of activities than the males, the females tended to meet a 
cross-section of teachers in the schools. Whereas the males felt that 
teachers would never change, the females were optimistic and more 
positive and understanding of the teachers' attitudes. 
A further point to note is that the importance placed on men and 
their activities in our society comes through even in this context of 
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involvement with schools. Equal numbers of men and women were 
interviewed. All agreed that there are far more women involved in 
interactions with the school than there are men. Yet more examples 
were given of men's involvement than women's. The importance placed 
on men's views may go some way towards explaining why a simplistic 
rationale for involvement is usually accepted. Men, even in this 
study, were seen to be in the mainstream while women were almost 
invisible (Spender, 1982). 
As a side issue, but one that appears so often in schools that it 
needs comment, the view was put forward by some teachers that school 
belongs to adolescents and that adolescents did not want their 
parents, particularly their mothers, around. This was not a view 
accepted by parents. One grandparent in School C (a volunteer tutor), 
put forward this view during her interview. She phoned a week later 
to say that she had discussed it with her Year 11 grandson and was 
delighted to find that although he never acknowledged her, he not only 
accepted her presence at school but pointed out the relationship to 
his friends. 
Different gender rationales for involvement, overall, provide 
interesting examples of the complex dynamics of involvement. The 
comparison found in this study had not been planned, it emerged from 
the data. The results reflect the limited material on gender 
differences reported in Moore's (1985) collection of studies which 
suggested tentatively that in their interactions, females are more 
likely to be looking for self-growth or empowerment than males. There 
seems to have been a need in the literature generally to categorise 
rationales for involvement as either self-sacrifice or pursuit of 
self-interest, without recognising that the dynamics are somewhat 
softer, more interactive and more complex. The point may be made of 
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course that through involvement with others in activities that are 
personally interesting, everyone gains. 
Role of Parents and Community Members 
Fullan (1982:26) has suggested that we need to take into account 
the importance of the multiple realities, or the multiple 
phenomenologies, of different role incumbents. As has been outlined 
in the previous chapter, this study outlines six roles, or 
combination of roles, that non-teaching adults might play within 
Queensland schools (Table 11.1). The labels for these roles, advisory 
role, information receiver, instructional role, role where discussion 
on school issues is required, a purely social role or that of 
traditional helper, have been used throughout the study. The roles of 
course are not mutually exclusive and parents may change the role that 
they are interested in playing depending on their life stage and other 
commitments. 
The roles suggested in the Hills study (King & Watson, 1976) and 
the SEDL study (Stallworth & Williams, 1982) also arose-out of their 
research. The SEDL study might claim to be theoretically 
comprehensive as to the roles it would be possible for parents to 
play. The other two studies would certainly make no such claim. 
Table 12.1 compares the roles suggested in the three studies. Despite 
the different contexts in which they were carried out, there are some 
similarities in these roles as the table indicates. What is of 
particular significance though is that all three studies do suggest a 
wide variety of roles that it is possible for non-teaching adults to 
play in schools, and that these roles are closely linked to the needs 
or multiple realities of individuals in the community.. A role that 
appeared in this research study which seems to have no parallel in 
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TABLE 12.1 
A COMPARISON OF ROLES PARENTS MAY PLAY IN A SCHOOL 
ARISING OUT OF THREE SEPARATE STUDIES 
Hills Study 
(King Sc Watson, 
1976) 
SEDL Study 
(Stallworth & 
Williams, 1982) 
This Study 
(Limerick, 1986) 
Managerial-
progressive 
Managerial-community 
Traditional 
Male contribution 
in recreation 
Exploratory and 
preparatory 
involvement 
Cultural specialist 
involvement 
Professional 
involvement 
Decision-maker 
Advocate 
Paid school staff 
School programme 
supporter 
Home tutor 
Audience 
Co-learner 
Advisory 
Traditional helper 
Information receiver 
Discussion 
Instructional helper 
Social 
either of the other two studies is the social role. This role was 
often seen as linked to another role but the importance of the social 
aspect was emphasised, as illustrated by the parent from School B in 
the quote at the start of this chapter. Similar sentiments were 
repeated with more frequency in Schools A and C for reasons already 
discussed. From a pragmatic point of view, if no other, where schools 
would like non-teaching adults to be involved in other roles they 
should take cognizance of this aspect of involvement. 
It is a mistake for the school to assume that it can prescribe or 
homogenise the roles to be played by parents. These roles depend on 
both the life stage and the idiosyncratic needs of parents. For 
instance, the recently-made-redundant executive in School B was happy 
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to be a volunteer tutor, the stressed doctor in School C was happy to 
go to the school on a one-off basis and dig a drainage ditch with his 
daughter, and the deserted mother in School A was happy to cover books 
and help in the library until she put her life back together again and 
regained her confidence. To involve all these adults in the school we 
need a new, broader definition of the purpose of school, and a 
reiteration of its educational function. And, as Fullan states, there 
are some deep changes at stake. People s basic conceptions of 
education and the skills involved are called into 
question. This means that teachers' occupational identity, their 
sense of competence and their self-concept are all at stake. As a 
teacher in School B described it, "if this changed you would certainly 
need to re-negotiate a new contract with the teachers" (016:2). He 
followed this up by saying that he was then not so sure that he would 
still want to be a teacher, as he held grave doubts as to the 
community's ability to contribute anything meaningful to the school. 
This problem is exacerbated by the fact that there is no reason for 
the teaching profession generally to believe in change. There are 
very few incentives and large costs in finding out whether a given 
change will be worthwhile (Fullan, 1982:27). 
Participation or Involvement? 
Much of the debate in the literature, highlighted in Chapter 2, 
has centred on the concepts of participation and involvement. Writers 
have argued that parents and community members waste their time in 
schools, as they are barred from participating, and hence their 
ability to introduce changes is emasculated. This is the rationale 
given for their own lack of involvement by some parents. Parents who 
argue in this way have, through their own experiences, a strong vision 
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as to what they feel schools ought to be like. Section 13 of the 
Queensland Education Act 1964-1970 makes the following statement: "an 
association shall not exercise any authority over the teaching staff, 
or interfere in any way with the control or management of any State 
school." The boundary between interference and participation is too 
blurred for the comfort of many bureaucrats. 
The model of Levels of Interactions (Figure 2.2) developed in 
this research, in an attempt to understand why teachers felt 
comfortable with some types of interactions and threatened by others, 
addressed the issue of participation versus involvement in a more 
complex way. Decision-making, which is the essence of participation, 
is spread through the school in many different arenas. Some arenas 
have a lower profile than others. To simplify the debate into one of 
a continuum, with participation at one end and involvement at the 
other, would lay one open to a similar charge of portraying the 
complicated relationship between the school and its community in a 
distorted, oversimplified and stereotypical manner. It would also 
mean that in terms of that simplified definition, a researcher would 
not "see" much of the participation that does in fact occur. 
This is not an argument to suggest that Queensland schools have 
reached a satisfactory stage of interacting with their communities in 
participatory ways. Queensland schools are only in their infancy in 
utilising the skills of, and in being of service to, their 
communities. At the same time it is important not to negate the work 
that is occurring, on the simplified grounds that it is not 
participatory. The rationales expressed by many of those interviewed 
indicated that the school was empowering them in a personal sense, yet 
this micro-view was in danger of becoming lost among the other issues 
discussed in Chapter 2. The Victorian Ministerial Paper No. 2 1982 on 
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The School Improvement Plan recognised this point when it argued that 
"central to any restructuring of educational administration should be 
the creation of settings where people can exercise power for their own 
self-improvement through participation in both the planning and 
decision making processes" (Watkins, 1986:88). 
It would be worthwhile for schools to consciously involve parents 
or community members in the planning of various projects in a school 
if the parents would like to be involved in the planning. This means 
that the structures for this multiple systems model of involvement 
should be clearly in place, and identified to the parents, so that if 
the parents wish to participate at any level they may do so. 
The debate surrounding a participation-involvement continuum then 
is too simplistic. Some form of participation is occurring in 
schools, although the educational area tends to be the teachers' 
fortress. Where participation does occur, such as in the Tuckshop, 
women are usually strongly involved in ways which are useful to them, 
even though such participation is ignored or trivialised by many other 
participants. 
CLASS AND SCHOOL-COMMUNITY INTERACTION 
One of the questions that arose out of Chapter 3 related to the 
importance of the nurturing community in determining the patterns of 
involvement in the school and whether the needs of the community 
should be taken into consideration in planning such involvement. 
Social Class and the School 
Robertson (1984b) in his study of schools in Brisbane North 
argued that communities were idiosyncratic, and therefore patterns of 
involvement would be different, depending on the community. In a 
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sense this is supported by the data in this study as the data suggest 
high levels of congruence within each school between the needs of the 
community and the community involvement projects focussed upon by 
principals, teachers and parents. But this is not a static, reactive, 
contingency relationship and certainly does not imply that in 
disadvantaged socio-economic areas there are, or should be, any lower 
forms of involvement. The principal in School A, for example, simply 
did not agree with the negative implications of such a view expressed 
by the negative case teacher at School A. 
Parents don't have a clue about what they are making 
decisions on - nor are they always rational ... . The 
problem is compounded because this is a lower socio-economic 
area. At [a school in a high socio-economic area] the 
parents were really well educated and were a great asset 
(004:2-3). 
On the contrary, the principal had deliberately embarked on projects 
which were designed to raise the level of information and awareness of 
the parents, and to bring them towards self-empowerment. The negative 
case teacher, and indeed the historical traditions of Queensland, 
implied a reactive relationship between socio-economic class and 
school as is encapsulated in Stephens's comment a century ago: "the 
less parents, and especially uneducated parents, had to do with school 
the better" (Pettit, 1980:8). 
The principal in School A in contrast perceived the same 
condition as a transformational challenge. He interpreted the "needs" 
of his community as growth needs, not the fulfilment of the 
status quo. 
Lightfoot made a similar point when she described how the 
literature is pre-occupied with the views of powerful mainstream 
participants. The points of view of all the participants have seldom 
been investigated. On the rare occasions that parents' voices have 
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been heard, they are the voices of powerful mainstream parents. As 
evidenced in the quote above, disadvantaged parents are seen as 
ignorant and unco-operative or, at best, culturally deprived, with 
little of use to say about their children's schooling. This view is 
challenged by researchers such as Edgar (1979) and Johnson and Ransom 
(1983) who found that the majority of parents were deeply concerned 
about their children's education but in a variety of ways, some of 
which may be inexplicable to teachers. It is also challenged by the 
data from this study. 
A second major point to be noted is that while the roles that 
parents played in the school differed in the various communities, this 
did not mean that the processes through which school-community 
interactions moved were different. For instance, parents in School A 
were more interested in social functions than those in the other 
two schools. However, the introduction of these functions followed 
the same process as the introduction of, say, volunteer tutor schemes 
in the other schools. 
Overall then, the fact that schools are situated in different 
communities does not provide a justification for limiting or extending 
the roles that parents may play in that community. Each school can 
offer the possibility of involvement in any of the suggested roles on 
Figure 12.1 to all those interested in interacting with the school. 
The type of interaction that will be seen as significant by the 
individual will depend on the needs and life stage of that particular 
person and their needs are not static. If schools are to meet the 
developing needs of the community they should have an array of 
structures in place to offer a variety of roles to different people or 
to the same people at different stages of their life-span development. 
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Social Class and Teachers 
A final brief comment needs to be made on the conflict between 
teachers and the community in various areas. Johnson (1981), in his 
discussion on definitions of community (outlined in Chapter 2), 
insisted that the mistrust between teachers and parents was a 
structural one that could not be solved at the individual level. He 
talks about the antagonistic relationships between and within the 
social classes. This was evidenced in School A where there existed 
the greatest social distance between the middle class teachers and the 
school's community. The parents were well aware of this distance 
which was articulated by one of the mothers in the following way. 
"There was a big turn-over of teachers as well - there is a snobbery 
part of it. Jill [a teacher] said that when she first heard that she 
was coming here she cried" (010:16). In School B and School C 
teachers and parents socialised outside the school context and some 
teachers lived in, and were part of, the community. 
However, as has been discussed earlier, it is too simplistic to 
categorise all teachers together and all parents together, as involved 
teachers and parents in one school are likely to think more alike than 
groups of parents in different schools. Johnston (1981) argued that 
organisational assumptions, priorities and role structures work to 
keep parents and teachers apart and basically antagonistic. Lightfoot 
(1975) goes so far as to describe teachers and parents as natural 
enemies. Although there is some validity in both these views, and 
they need to be borne in mind, they overlook the similar views that 
are expressed in each school community. 
Our schools are middle class institutions, staffed by teachers 
who have accepted middle class values, and so antagonistic 
relationships with working class parents may exist. This has to be 
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worked with, rather than ignored, and attempts need to be made, as 
Wilcox (1982b:474) argued, to provide the necessary information for 
understanding the parent-school relationship from the parents' point 
of view. Asking questions about what the school might do for the 
parents may prove more useful than continually asking what the parents 
or the community can do for the school. That such attempts may have 
considerable effect is evidenced in this research. It highlights the 
tension between Jackson's (1980:43) view that "the idea of 
neighbourhood community concentrates attention on the part local 
factors play in determining the nature of social and personal problems 
while diverting attention from criticism of fundamental political and 
economic institutions or dominant social beliefs," and the idea that 
the key to a paradigm of change may not lie at the broad, systemic, 
macro level, but at the level of the sub-systems and change within 
those. The symbolic interactionist perspective refuses to be bullied 
by alternatives, and insists that both are important and must be 
continually borne in mind when change is considered. 
SUMMARY 
The nurturing community is different for different schools and so 
the needs of the parents differ. This does not affect the processes 
used to set up school-community projects, nor does it affect the 
variety of roles that parents may play in any school, nor the level at 
which parents may be involved. All roles can be, and should be, made 
available to all parents or community members in all schools through 
changed school structures. Greiner's model of a change process 
remains useful if it is not necessarily read to suggest that a single 
successful programme will diffuse and improve the overall school 
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climate. At this stage, in more loosely-coupled systems, we need to 
look towards a multiple project model if improving the overall school 
climate is to be achieved. 
The rationales that parents give for their involvement include a 
strong component of personal needs which should be taken seriously by 
schools, rather than trivialised. Although in this study these 
expressions of personal needs did not only apply to women, as they are 
the group involved closely and for longer periods of time with the 
school, their needs should be specifically focussed upon if schools 
are to take their educational mission seriously. 
This study made a deliberate attempt to look at all groups of 
parents and community members who physically interact with the school, 
rather than merely obtaining the views of the more powerful mainstream 
group who tend to be involved in more formal interactions with the 
school and with the hierarchy of the school administration. The 
different socio-economic contexts of the schools were associated with 
different needs of the wider groups and were met by multiple 
programmes offering different roles within different forms of 
involvement. 
The final chapter attempts to reconceptualise school-community 
interactions based on these findings and looks at implications of this 
reconceptualisation for teachers' work. Finally the limitations of 
this study are discussed and suggestions made for the direction of 
future research. 
297 
CHAPTER 13 
IMPLICATIONS 
Change is good depending on one's values, whether or not 
it gets implemented, and with what consequences (Fullan, 
1982:37). 
INTRODUCTION 
Any involvement of non-teacher adults in schools causes change of 
some sort. Working from the position that this change is worthwhile, 
for all the reasons discussed throughout this thesis, this final 
chapter proposes a normative, prescriptive model for the involvement 
of parents and community members in the school. The implications of 
this model for teachers are considered and finally the limitations of 
this study investigated. 
TOWARDS A RE-CONCEPTUALISATION OF SCHOOL-COMMUNITY INTERACTIIONS 
The most significant feature of the various findings recorded in 
previous chapters, and their interpretation in Chapter 12, is the way 
in which these findings interlink. Taken together, they point to a 
new, internally consistent model of involvement in education, which 
differs from the one commonly expressed. It is worthwhile, therefore, 
to explore the implications of each of the major findings and the 
extent to which they relate to each other. From this internally 
consistent pattern of school-community processes can be drawn a set of 
prescriptive suggestions for the development of policy. 
The Variety of Personal and Role Needs Expressed 
Chapter 12 described a wide range of reasons given by those 
interviewed for their involvement in schools. These reasons include 
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an interest in their own children: however, of equal, if not more, 
importance were a field of reasons which ranged from a general concern 
for all children, through the expression of a social need, to personal 
development and an often expressed feeling of self-worth. 
Those who were involved in the schools in this study reported 
consequences of empowerment in their own lives which were certainly 
not the stated intentions of the school, but which occurred all the 
same. This issue of empowerment has been discussed in Chapter 2. In 
the discussion of the literature, empowerment was most often linked to 
the conception of participation. This research has indicated that 
parents do not necessarily need to participate, in its fullest sense, 
to feel that they have been empowered through their involvement. 
Different activities drawn from the broad field of involvement 
activities described in the three-dimensional model developed in 
Chapter 2 all have unintended consequences for the individuals taking 
part. These include learning to put forward a point of view, 
understanding that one does have something to offer other people, or 
gaining a deeper insight into the meaning of education, and such 
experiences have a lasting impact on a person's life. 
Schools are playing a part in this process, albeit unwittingly. 
There is the possibility that schools could play an even more 
significant role if they took their educational responsibility to 
their community seriously. The problem lies in the fact that the 
parameters which define what education is, and what it is not, in 
relation to school, have been established too rigidly (Corrigan, 
1979:42). It is no easy matter to break down the conventional wisdom 
that "schools are for kids" and for no one else. 
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A Multiple Project Model 
Greiner's model of change can be taken to suggest that a single 
major project should diffuse through all levels of the organisation, 
albeit through a series of smaller decisions and experiments. The 
data from these three schools suggest that a multiple project model 
better describes the reality of schools and that the range of needs 
and roles expressed by the parents is congruent with such a model. No 
one project could possibly meet the array of needs described. Only at 
a very broad level of conceptualisation in a total commitment to adult 
involvement can the change process be described as a coherent 
"project". In loosely-coupled systems there is greater utility in 
focussing on a variety of projects, with different participants, 
different purposes and different immediate outcomes. 
Fitzgerald, Musgrave and Pettit (1976), at the end of their study 
into Participation in Schools, concluded that principals would be wise 
to choose "simple and easily understandable changes with the hope of 
making a series of small steps over time ..." (Fitzgerald, Musgrave & 
Pettit, 1976:195). Their view supports the notion that it is 
appropriate to introduce small projects, and work at the individual 
level of human interface in order to introduce change. Implicit in 
this view is the belief that schools cannot change society, but that 
they can empower people at the micro level, by encouraging them to 
make choices and by creating structures to promote interactions. 
Principals, therefore, need to create a range of projects which 
would involve a series of arenas for interactions. They need not be 
driven by feelings of failure, because their innovative projects do 
not diffuse throughout the organisation that is the school. Rather, 
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they should accept this lack of diffusion in planning their change 
model while recognising that "genuine commitment to community 
participation requires extensive attention to structures at the 
individual school ..." (Gittell, 1979:52). If principals were serious 
about introducing a philosophy of community education into their 
school, in-service training would help in broadening their views on 
possible structures and on how to manage the culture of the changing 
educational arena. 
The Role of the Principal 
A multiple project approach on its own could result in an 
atomistic, disintegrative, social culture within the school. What 
became increasingly evident throughout this research is that the role 
of the principal is crucial. Broadly, the role is one of providing 
integrative processes in the face of such differentiation. Overall 
values and commitment to school-community interactions need to be 
established and institutionalised in the rewards and symbolic 
processes of the school (Fitzgerald, Musgrave & Pettit, 1976). To 
quote Weick (1979:42) again, much of the principal's work will be that 
of managing "myths, symbols and labels." 
The role of the principal cannot be discussed without considering 
her/his role within the total structure of education in Queensland. 
The position of the reforming principal is made easier if departmental 
support structure exists which promote and reinforce work in this 
area. For example, the ideology expressed in the majority of 
departmental speeches concerning involvement "for the sake of your own 
child" makes it more difficult for a principal or teacher to submit 
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other reasons for involvement when setting up new projects of 
interaction with the community.^ 
At the school level, principals may find that they need to act as 
buffers between their community, made up of teachers, parents and 
community members, and the pressures that are placed upon schools from 
above. In effect principals may have to act as heat shields, when a 
school is involved in an innovative process. As has already been 
discussed, the result of this may be that the transfer of a principal 
signals the end of a particular project (Fullan, 1982). This 
particularly applies to Queensland as the Education Act does not allow 
for permanent structures in support of participatory innovations. 
If the political climate is against any form of participation, it 
is extremely difficult for schools to introduce such projects. To 
create a climate for change, principals need both autonomy and 
responsibility for their own institution. Thus a facilitative 
precondition for change towards higher levels of school-community 
interactions is that the overall structure of the educational system 
decentralises enough to give principals leeway to act or, even better, 
supports such interaction. If, as in Queensland, there is a move to 
further centralisation of policies, rather than the development of 
autonomous units (see Chapter 6), a contradiction and conflict of 
values surface. 
•••In addressing a meeting, early in 1979, an Acting Regional 
Director spoke about this idea of personal empowerment for those 
parents who became members of the Region's Community Education 
Council, which was in the process of being set up. A year later, one 
of the parents resigned from the Council, giving as her reason the 
fact that she felt she gained more from her bridge evenings (which she 
had had to sacrifice) than she did from attending the Council 
meetings. She felt that she contributed nothing and, due to the way 
the meetings progressed (Appendix G) felt that she had nothing to 
contribute. 
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A key problematic issue in Queensland is that there are few 
rewards for the principal in involving the community in more radical 
ways. The philosophy of empowerment is out of kilter with the current 
and historical political philosophy of the State of Queensland, where 
the responsibility of the schooling system is seen to be that of 
reproducing society or maintaining the status quo, not changing or 
empowering individual members. As has already been noted, this means 
that those educationists with a belief in a philosophy of community 
education, which is not tokenistic but has an underlying thesis of 
empowerment, need to be risk-takers. It also implies that for some 
principals their energies are dissipated in having continually to 
provide a buffer shield for their school and innovative teachers 
therein. 
Within both the industrial sector and the educational sector the 
1980s have been characterised by a systematic philosophy of 
regionalisation or decentralisation in Queensland (Limerick, 
Cunnington & Trevor-Roberts, 1984). This movement was described in 
the sixth chapter along with the problem of how much actual power was 
being decentralised. It is government policy to move in the direction 
of regionalisation. This should, theoretically, mean that the 
devolution of decision-making in a wide range of areas would give 
principals room to act, in developing unique programmes in their 
schools. In practice, however, devolution is taking place in the area 
of administrative decision-making rather than policy. If anything, 
the area of policy is becoming more centralised. The Education 2000 
document (Department of Education, Queensland, 1985) for instance, 
indicates further centralisation in key areas such as curriculum 
development. If political or strategic decision-making remains 
centralised, the administrative regionalisation may simply mean 
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one more administrative filter between the work-face (schools) and the 
decision-maker (the central authority). 
Batten (1980:27) argued that "the traditional reluctance of 
educationists to acknowledge the political nature of their task has 
led to the acceptance of superficial, tokenistic gestures in community 
education." Perhaps in Queensland the political nature of education 
has been understood too well, and that is why so much social control 
is exerted through formal education at all levels (Appendix E). But 
to quote Batten (1980:36) again, "as educationists we are obliged to 
be optimistic; pessimism allows no way forward and realism is the 
conservative excuse for trying to maintain the status quo." 
Administrative decentralisation has been negated by political and 
strategic centralisation. In Queensland then we see an uneasy tension 
between policy centralisation and administrative decentralisation, 
often leaving innovative regional directors and principals in 
precarious positions.^ 
THE IMPLICATIONS OF SCHOOL-COMMUNITY INTERACTIONS FOR TEACHERS 
As has been discussed earlier, one of the key issues in 
school-community interactions is the lack of incentive for teachers to 
accept or become involved in change. Fitzgerald, Musgrave and Pettit 
(1974) went as far as to suggest a system of rewards and punishments 
for teachers to encourage their involvement with the community. Their 
most practical suggestion related to creating senior posts in schools, 
for those teachers willing to undertake work in this area. 
^The recent (April, 1987) decision of the Minister of Education 
and the Queensland Cabinet to change the dates of the school holidays 
without consulting the Education Department, teachers or parents is 
yet another case in point. 
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The problem of teacher involvement is partly avoided by the 
multiple project model, which would mean that teachers who are 
ideologically committed to working with parents and community members 
may.in fact do so. This is occurring in some schools, with some 
resource teachers providing a clear example in their Learning 
Assistance Programmes and other volunteer tutor programmes. 
Nevertheless, for widespread involvement the climate set by the 
principal, and the symbolic and real rewards for participation, will 
remain crucial. So, too, will be the ability of teachers to run 
participative processes. 
A further argument is that teachers currently do not have the 
skills to work with other adults. Refer for instance to the Beazley 
Report on education in Western Australia (Committee of Inquiry in 
Western Australia, 1984:275), where it was stated that "the committee 
is aware that any significant change to present practice will require 
substantial changes to the attitudes and skills of teachers." 
Certainly in their training, teachers are taught to work with 
powerless students rather than their equals. Although many of the 
same principles apply, the difference in the power relationship does 
seem to be a contributing factor in the ability of some teachers to 
interact with other non-teacher adults. Parents also seem to be aware 
of this, when they describe the teachers who are involved with parents 
and the community as those who have strong self-concepts, are 
sociable, competent and outgoing teachers. This would indicate that 
at pre-service level, there should not only be some discussion of the 
issues relating to school-community interactions, but that there 
should also be skills training in this area. Safran (1979) listed 
seven competencies that he felt teachers needed in order to work with 
parents (Appendix S). These competencies are far broader than the 
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recommendations put forward by the SEDL researchers and provide an 
excellent framework within which a programme for pre-service teachers 
could be developed. 
The SEDL (Stallworth & Williams, 1982) research was based on the 
assumption that if schools were to see an increase in the involvement 
of both parents and community members, this would lead to a change in 
the role of teachers, and the way they saw their professional roles. 
(This point was brought out clearly by the negative teacher case in 
School B who was quoted in Chapter 12). The SEDL researchers put 
forward eight recommendations for teacher training (Appendix T), which 
would help teachers to broaden their view of their traditional role. 
These recommendations are locked into the ideology of involvement for 
the sake of one's own child. The authors' recommendations also tend 
to be embedded in the socialisation model proposed by Wood and 
discussed in Chapter 1. They do however include the interesting 
suggestion that teachers should receive training enabling them to be 
more comfortable and competent when working with parents, or involving 
non-teaching adults in education. This suggestion should be 
considered seriously by those responsible for the training of 
secondary teachers. At present very little is done to prepare student 
teachers for future interactions with non-teaching adults. Yet 
already, as this limited study indicates, the numbers of non-teaching 
adults interacting with the school, in a variety of ways, are 
increasing every year. 
Programmes for parents and community members which indicate the 
variety of roles that they could play in schools, and which provide 
information on the possibilities inherent in their involvement with 
schools, should also be planned. The federal government has provided 
some leadership in this direction by stipulating that parents must be 
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represented on any committee applying for special federal funds. 
However, the fact that funds for parent-initiated programmes have 
recently been cut gives a rather hollow ring to this directive, and 
again places the responsibility on the school, with its limited 
funding, for the initiation of any such programmes. Schools in this 
study have made tentative steps in this direction by organising 
programmes, such as training sessions for volunteer tutors in 
School B, and an evening at the local tavern with a visiting speaker 
in School A. But if a variety of such projects which touch a broader 
spectrum of parents are to be introduced, targeted funding will be 
required. 
TOWARDS A GROUNDED MODEL OF SCHOOL-COMMUNITY INTERACTIONS 
In summary, then, there is a great deal of lip-service given to 
the importance of involving parents and the community in the school, 
to improve the educational chances of their children. Parents are 
blamed for becoming involved only if their children will directly 
benefit, and yet exhorted to become involved to improve their 
children's educational chances. School-community involvement has 
become something of a motherhood statement and yet little recognition 
is given to teachers or parents who work in this area. Some analogy 
may be drawn with the position given to motherhood in our society 
while the work of mothering is simultaneously denigrated (Thorne & 
Yalom, 1982). The theorising behind what it is hoped will be achieved 
by such involvement is distorted, simplistic and naive, and maintains 
a silence over the aspirations of the parent actors. 
If a serious attempt is to be made to work towards a situation 
where school-community interactions become a fundamental part of our 
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schooling system, the following factors need to be taken into 
consideration and need to become distinctive features of a new policy. 
1. Schools need to take cognizance of the variety of role needs 
expressed by parents. 
2. Schools need to take seriously their role in empowering parents 
and those community members who become involved. 
3. Schools need to consider their educative role with regard to 
parents and the community. 
4. Schools need to set up structures for multiple projects in which 
non-teaching adults may interact with the school. 
5. The extant nature of the nurturing community should not limit the 
range of role involvements available to parents. Such projects 
may become vehicles for development and change. 
6. Schools need to be aware of the different arenas and levels of 
involvement and participation in order that ad hoc decisions are 
not made concerning school-community interactions. 
7. Principals need to be aware of the crucial role that they play in 
establishing the school climate in this as in other areas. 
8. Symbolic and actual rewards for the involved members of the 
teaching staff need to be built into the overall culture of the 
school. 
9» Both teachers and principals need training in the management of 
participative processes. 
These factors should dictate the approach to community-school 
interactions at both the school and the Education Department level. 
However, any such model would need to be looked at in the context of 
the political environment. In Queensland the tensions are evident. 
There is a need therefore to return to Batten's quote relating to the 
fact that as educationists we are obliged to be optimistic or nothing 
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can ever be achieved. This does not deny that the difficulties need 
to be clearly expressed. 
LIMITATIONS OF THIS RESEARCH AND DIRECTIONS FOR FUTURE RESEARCH 
This study planned to research the processes through which 
various projects which involve the parents and the community were 
introduced into three schools situated in different nurturing 
communities. The rationales for community, parent and teacher 
involvement were investigated at a deep and personal level, and the 
perceptions of the various bodies of actors involved were researched. 
An ethnographic approach which included a structured interview 
schedule to allow cross-school comparisons guided the research. The 
schools were visited over a period of five years and a sample of key 
respondents were interviewed in each school. 
Overall the research was fruitful in that it revealed a source of 
rich data in which the ensuing theory was grounded. Nevertheless 
there are inevitably various limitations to such research. 
Although those interviewed were carefully chosen to represent a 
range of views in the school, they represented only those parents, 
teachers and community members who were already involved in the area 
of school-community interactions. Care was taken to work with actors 
involved in a range of activities rather than only those involved in 
the mainstream P & C activities. This was not to be a case study of 
Parents' and Citizens' Associations, but rather a study of the parents 
and community members who were involved in a variety of projects. The 
negative cases were parents and teachers who were, or had been, 
involved and held strong opinions on the role of parents and outsiders 
in the schools. No attempt was made to survey those whom the school 
would define as uninvolved. There is an obvious need for more 
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research to be carried out in this area particularly with 
non-mainstream parents. Questions such as the following need to be 
researched. How do schools define lack of involvement? If parents 
are involved in different ways in the school, does this mean that 
other parents feel psychologically involved because of the involvement 
of others? 
Those who were interviewed were interviewed in depth and spoke at 
length about the projects with which they were familiar. Other 
contacts were also maintained. In School A, the researcher was 
involved as a facilitator in some of the initial meetings setting up a 
process through which the school could interact with its parents. In 
School B, time was spent with volunteer tutors and in School C, the 
ongoing activities of the Book Scheme were observed. Despite such 
contacts and although teachers and parents in each school were spoken 
to on various occasions over the five-year period, no attempt was made 
to become directly involved in the activities. Therefore this study 
does not attempt to present a picture of the micro dynamics of 
involvement, only of the overall processes. Tantalising, fractured 
images of such dynamics kept appearing, but these were not the focus 
of the study. What was focussed upon were participants' perceptions 
of these projects and the meanings they created around the projects 
and their involvement within them. 
As Fullan (1982:35) has described it, "the real crunch comes in 
the relationships between these new programs or policies and the 
thousands of subjective realities embedded in people's individual and 
organizational contexts and their personal histories." When all is 
said and done, as writers such as Weick and Fullan have pointed out, 
in the final analysis it is at an individual level that change occurs, 
regardless of whether individuals have voluntarily decided upon a 
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course of action or whether it has been foisted upon them. It would 
seem then that at a micro level more work needs to be done in 
attempting to understand the personal histories of those involved in 
school-community interactions. What has occurred in their lives as a 
result? Have their individual perceptions of empowerment been borne 
out in any practical ways in their lives? Again tantalising images 
were glimpsed such as those of the single mother who gained a job 
based on the skills she had learnt assisting in the school, and the 
unemployed father who returned to night school to complete his Senior 
after tutoring illiterate fifteen-year-olds, in the hope of eventually 
becoming a teacher. These stories challenge the notion of what 
schools are for and need to be researched. The fact that silence has 
tended to be the dominant response of the disadvantaged members of our 
society, even when they and their children are being so poorly served 
by the schools, needs investigation. 
Finally, as Batten (1980:30) has stated: 
Community education will remain impotent until it develops 
its theory and matches it with practice. In order to 
develop, community education requires that the ideological 
assumptions underlying the definition of problems to which 
it is intended as a response are made explicit. 
School-community interactions are a small subset of the whole 
area of community education. This study has indicated that the same 
philosophy concerning personal empowerment underlines both. Ongoing 
research is needed in this area of theory-practice, if what community 
educators are attempting to achieve is to be clarified. From the area 
of community education come questions which need to be asked about the 
purpose of schooling and the link between the macro issues of economic 
and political power and the ongoing life of the school. 
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CONCLUSION 
This listing of limitations and future directions of research is 
not apologetic. Those who do not agree with the ideology expressed in 
this study may consider the thesis of personal empowerment and the 
school's facilitative role here, without the aid of governmental 
structural changes, an impractical one. But the research engaged in 
for this study has pointed to the importance of individuals and 
individual empowerment in community-school processes, and has 
discovered arenas in which such processes are taking place without 
such structural change. It has also suggested that policy and 
structural changes are needed to facilitate these processes: 
effective policy which rests on a thorough understanding of the 
phenomenological or personal field of the individual in the social 
process. 
Whatever policies are developed for community involvement in 
education, there are clear indications from this research that they 
need to be grounded in a more accurate understanding of the reasons 
people become involved with schools, and the processes of that 
involvement. Looking across these data, policies need to address the 
key issues of the array of projects, the variety of roles possible, 
the concept of empowerment, the role of the principal and the 
establishment of reward systems within the school culture. 
If, within the context of Queensland, many of the suggestions 
implied in this study for schools, and more particularly for 
principals, sound less than useful, Becker's words, when he spoke 
about the "useless advice" he gave to the doctors after his Boys in 
White study come to mind: 
why do we produce such useless advice? Because we are loyal 
to the traditions of our discipline, which tell us that 
312 
these are the kinds of answers worth having, the only kind 
that will work in the long run (Becker, 1983:106). 
In the long run our schools must move in the direction suggested 
by the philosophy of community education, if they are to fulfil their 
role as useful institutions in our society. As the quotation at the 
beginning of this chapter suggests, change in this area will only be 
perceived as good, if the perceivers' values lie in a deepseated 
belief in personal empowerment and in the possibility that schools and 
educators have the capacity to move in the direction of community 
education. 
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APPENDIX A 
A GLOSSARY OF ACRONYMS AND TERMS PARTICULARLY 
PERTAINING TO QUEENSLAND 
ABS 
ACTU 
AGM 
ASAT 
CTP 
LAP 
MACOS 
Mainstream 
P Sc C 
PEP 
Primary Schools 
QCPCA 
QIPC 
QTU 
Australian Bureau of Statistics. 
Australian Council of Trade Unions. 
Annual General Meeting. 
Australian Scholastic Aptitude Test - a group test 
of verbal intelligence which is standardised in 
Australia and used to predict academic performance. 
In Queensland it is administered to all Year 12 
students and is used to calculate a tertiary 
entrance score. 
Community Tutor Programme. 
Learning Assistance Programme. 
Man A Course of Study - a social studies package for 
primary schools developed in North America. 
Rejected by Queensland Cabinet as having no 
relevance to Queensland students. 
Used in the sense of the group that holds the power 
(here defined as knowledge and influence) in any 
situation. It may therefore refer to middle class 
parents, active P Sc C members, or males, depending 
on the context. 
Parents' and Citizens' Association - a constituted 
group of community members whose composition, 
operations and power are governed by Regulation 48 
of the Education Act (1944-1970), and whose 
function in most schools is restricted to 
fund-raising. 
Participation and Equity Programme - a federally 
funded programme aimed at increasing the life 
chances of disadvantaged groups by encouraging them 
to stay at school after the leaving age of 15. 
Funding ceased in 1987. 
Educational institutions in Queensland catering for 
children in Grades 1 to 7. 
Queensland Council of Parents' and Citizens' 
Association. 
Queensland Intersystemic Parents' Committee. 
Queensland Teachers' Union. 
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RSW 
SAC 
Readers' and Speakers' Workshop. 
School Advisory Council. 
Secondary Schools Educational institutions in Queensland catering for 
students in Grades 8 to 12. 
SEDL 
SEMP 
TOLA 
Southwest Educational Development Laboratory, 
Austin, Texas - carried out detailed research in 
1982 into parent roles in education. 
Social Education Materials Project - an educational 
package developed in Australia to be used across 
the curriculum at the secondary level. Rejected by 
the Queensland Cabinet as morally inappropriate for 
students. 
Test of Learning Ability - a measure of the 
language and reasoning aspects of general 
intellectual ability which are claimed to be 
important for academic success. It was 
standardised in New South Wales and is used in the 
primary school. 
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APPENDIX B 
COMMUNITY EDUCATION AS A FIVE-STAGE DEVELOPMENTAL CONCEPT 
"The Queensland Department of Education has accepted the concept 
of community involvement in schools. It also recognizes a wider 
responsibility of schools to meet community needs, and has a specific 
policy relating to the use of school facilities by community groups. 
The Department views both of these related concepts as part of an 
evolutionary process at the school/community level towards a model of 
community education. 
Community Education is being considered as a five stage 
developmental concept. Stages 1-3 deal with the more overt activities 
of the school to meet the educational needs of the community. Stages 
4-5 refer to the structures and processes related to community 
decision making for community development through education. 
STAGE 1 is concerned with those programs directly related to 
pre-school through to year 12, that is the formal part of the 
educational program as it exists. This is being enhanced in certain 
schools through community involvement. 
- Many schools have adopted face-to-face reporting techniques to 
share with parents information on the development of their 
children. 
- Others have conducted education programs to inform parents of 
curriculum changes and school policy. 
- Some schools invite parents to come into the classroom as 
voluntary aides; others call for parental support in developing 
curriculum materials. 
- Most pre-schools in the state can call on the services of 
home-school liaison teachers; while a small number of teachers 
have been placed in primary schools serving multicultural 
communities. 
- Similarly, some schools invite parents and other community 
members to act as resource people in support of particular 
aspects of the curriculum. 
STAGE 2 involves those programs related to the use of school 
facilities by community members. In many schools there is limited use 
of school facilities by community groups, generally under a policy 
developed by a Principal, staff and Parents' and Citizens' 
Association. 
STAGE 3 relates to those programs set up for adults and 
additional programs for children. Some schools have moved to fill a 
need in their community by providing adult programs for higher 
education, recreation, vocational interests and social activities. 
These programs complement a wide range of adult education programs 
offered through Technical and Further Education, and are supported by 
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Education Centres and many community organisations. Vacation programs 
and programs for children before and after school are gradually being 
developed as the need arises. 
STAGE 4 includes the development of processes and structures for 
a degree of community participation in school-based decision-making. 
Regulations governing the selection of teacher aides for schools call 
for community participation in this process; while policy has been 
developed to provide direct community participation in the selection 
of textbooks and set novels in secondary schools. In addition, some 
schools have involved the community in curriculum development in such 
areas as environmental studies, careers education, work experience and 
work observation programs, and aspects to involve the community in the 
planning for their new schools is a development of particular 
significance in this context. 
STAGE 5 suggests a high level of inter-departmental and 
inter-agency co-operation in response to unmet community needs. A 
small number of schools are involved in joint school-community 
projects with local authorities, while liaison with other community 
and welfare agencies is improving. Developments in Dimbulah (North 
Queensland), Kingston, Cleveland and Redcliffe are encouraging signs 
of such co-operation. 
Although Stages 1-3 depend on system support, the initiatives for 
implementation are with local school communities. Stage 4 affects 
decision-making at every level of a system, thus the school community 
level is dependent on system support. However, this dependence on 
system support is most marked in Stage 5, and local initiatives 
required considerable backing within and across departments." 
Source: Patterson, D. (1979), Queensland State Paper, Third 
International Community Education Conference, Here Come the 
'80s: Community Participation and Learning. Unpublished 
paper. 
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APPENDIX Ci 
DUTIES OF SCHOOL BOARDS - STATE EDUCATION ACT OF 1875 
School Districts inay be constituted—District school boards appointed. 
24, The Governor in Council may constitute and defiiie 
School Districts eontainino; one or more primary schools 
and may appoint in each such district a school board wliicli 
shall consi.st of not les,s than five nor more than seven 
persons one of whom shall be the correspondent and tlie 
members of every such board sliall hold office for a period 
of three years but any member may at any time be removed 
by the Governor in Council. 
Duties of Sclwol Boards. 
The duties of such District School Boards shall be— 
(1) To direct with the sanction of the Minister what 
use shall be made of primary school buildings 
at times not set apart for secular instruction 
(2)To report on the couditiftn of the school premises 
books and furniture and whether any and what 
new school books furniture and appliances are 
required 
(3) To visit the primary schools in their district 
from time to time and to record the number of 
children present aud their opinion as to the 
general condition and management of the 
schools 
(4) To endeavour to induce parents to send their 
children regularly to school to compare the 
attendance of children at school with the school 
rolls and to report to the Minister the names of 
parents who fail or refuse to cause their 
children to attend school or otherwise educate 
them and the causes of such failure or refusal 
(5) To report to the Minister whether any aud 
what new schools are required in the district., 
[See section 2 of the Act of 1910.] 
School Boards may be made elective. 
25. The Governor in Council may order that the school 
board for any district shall instead of being nominated as 
hereinbefore provided be elected by such persons and in 
such manner as shall be provided by the Regulations. 
Source: Queensland Department of Public Instructio^ p 
(1934), The State Education Acts 1875-.9U. 
Brisbane: Government Printer, pp.7-8. 
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APPENDIX Cii 
SCHOOL COMMITTEES 
School committees. 
24. Any person, who is an adult British subject, born 
or naturalized, and who resides in Queensland, sliall be 
eligible for appointment as member of a school committee; 
but if such person is a parent of children attending school, 
he shall be eligible for election only to the committee of 
the school at which his children are enrolled. A member 
shall resign from the committee of a school if he withdraws 
liis children from attendance, or, by similar action shows 
that he has ceased to support c to take interest in that 
particular school. 
25. A school committee may De appointed for any 
school for the purpose of advising and assisting the Minister 
in matters relating thereto. In the case of State Schools 
(which also include High Schools), the committee shall 
•consist of not less than five and not more than seven mem-
bers, of whom three shall form a quorum; in the case of 
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Provisional Schools, the committee shall consist of not less-
than three and not more than five members, of whom,throe 
shall form a quorum. 
2G. (a) ]\Icctings for the purpose of noiniuating mem-
bers of a school committee shall be summoned by the head 
teacher when instructed by the Minister to that effect. 
(h) At such meetings the head teacher, whether a. 
parent or not, shall not vote. I l is duty shall be merely 
lo explain the purpose for which the meeting has been, 
called. At the close of the meeting the chairman shall 
hand to the teacher the names in full of the persons chosen,, 
and the teacher shall forward them to the Department. 
(c) In appointing school committees the Minister will 
ordinarily be guided, in the case of new schools, by the 
recommendation of the parents and guardians of children, 
whose names are on the roll of the school on the day of the-
meeting for the nomination of the school committee. 
(d) In the case of schools already established, only 
male parents and guardians of children whose names are-
on the roll of the school for the four weeks preceding the-
date of the meeting shall vote: Provided that if the father-
is dead or absent the mother may vote; if there is no male-
guardian, a female guardian may vote. Voting by proxy-
shall not be allowed. 
(e) Unless the undermentioned numbers of parent.s-
duly qualified to vote are present at the meeting, no election-
shall take place:— 
In State Schools of Classes I., II . , and III . , not less--
than 30; 
In State Schools of Class IV., not less than 15; 
In State Schools of Class V., not less than 10. 
In State Schools of Classes below Class V., and in-. 
Provisional Schools, not less than 50 per cent., 
of the total number of qualified voters. 
(/) If at the expiration of half an hour from the timc-
at which the meeting has been called there be not the-
required number of voters present, the meeting shall be-
adjourned to a time not later than one month from tlie-
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date of the previous meeting and to a place to be fixed by 
those present. If at such adjourned meeting the required 
number of voters fail to attend within half an hour of the 
time fixed for the meeting, the head teacher shall report 
the circumstances to the Department and ask for further 
instructions. 
(g) The Minister may dispense with a school com-
mittee, or any member of a school committee, at any time. 
And may authorise the calling of a meeting for the nomina-
tion of persons to fill the vacancy or vacancies caused 
thereby. 
Vacancies. 
27. (a) The secretary shall inform the Director of 
the death, resignation, or removal from the district 
of any member of committee. In ordinary circumstances 
resignations should be tendered in writing to the secretary. 
(b) When a vacancy occurs on the committee, the 
secretary shall forward for the Minister's approval the 
name in full of a person whom a majority of the remaining 
members recommend as suitable to fill the vacancy. The 
Minister may, however, require a member to be nominated 
hy a meeting of parents. 
•Retirement and appaintment of school committees. 
28, On the last day of December, 193-i, and on the 
same date in every third yean thereafter, all school com-
mittees throughout the State shall retire. New committees 
will be nominated according to the provisions of clause 26 
of these Regulations, as soon as possible after the summer 
vacation. The members retiring shall be eligible for 
reappointment, and shall hold office until their successors 
have been appointed by the Minister; but in the interim 
they must not enter into any financial obligations which 
they cannot meet by the date of parents' meeting to 
nominate a new committee. 
Offic&rs of committee. 
29. The school committee shall choose one of their 
number to act as chairman, one to act as secretary, and one 
to act as treasurer. The offices of chairman and secretary, 
however, may be held by one and the same person, but the 
office of treasurer cannot be held by either the chairman 
or the secretary. 
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Neglect to attend committee meetings. 
30. When a member of a school committee neglects to> 
attend three meetings in succession, which have been duly 
called by the secretary by circular or advertisement, the 
secretary shall notify the circumstances to the IMini.stcr,. 
who may declare the seat of the defaulting member vacant,, 
and appoint another person in his place. 
Uulcs for conimiitce meetings. 
31. (a) School committees should meet at least once 
a month. 
(h) Special committee meetings, on the requisition of 
not less than two members of committee, shall be called by 
the secretary within fourteen days of the dale of the receipt 
by him of such requisition. 
(c) Meetings of committee sliall be held in the school 
room, and the head teacher shall have the right to attciut 
the meetings if he so desires and to speak on matters con-
cerning the welfare of his school, 
(d) The secretary shall conduct all necessary corres-
pondence. He shall give due notice in writing to members 
of the committee and the head teacher of all committee 
meetings. l ie shall keep minutes of committee meetings in. 
minute-books; and all such minute-books and all records, 
and correspondence shall be the property of the committee,, 
and shall be handed over to his successor as soon as his 
suc'cessor has been appointed. The chairman shall have 
power, on behalf of the committee, to take proceedings in 
a court of summary jurisdiction to recover such documcnt.s 
should it be necessary. 
(e) The treasurer shall, on behalf of the committee, 
take charge of all money collected in any way and for any 
purposes connected with the school, and shall keep a proper-
account of receipts and exjjenditurc. l ie shall also hand 
over to his successor all accounts and money belonging to 
the school funds as soon as his successor has been appointed. 
The chairman shall have power, on behalf of the committee, 
to take proceedings in a court of summary jurisdiction to 
recover such documents and money should it be necessary. 
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(/) The connnittee shall arrange for a yearly audit of 
the treasurer's accounts, and shall,^ at the end of their 
term, present to the parents a financial statement covering 
their full period of office. 
(g) When a committee retires from office, and no 
.•»ommittee is appointed, the funds, books, and documents 
in its possession shall be handed to the head teacher, who 
shall be responsible for the disbursement, for school pur-
poses, of such funds, subject to audit by the District 
Inspector. All property provided by local effort shall be 
the property of the Department, and shall not be removed 
without the consent of the Minister. 
School funds. 
32. All school funds must be banked promptly in the 
name of the school, and the account must be operated on 
jointly by the chairman and the treasurer of the school 
committee. Funds which are raised for a specific purpose 
must be used for that purpose only. 
Duties of committee. 
33. The duties of a school committee shall be:— 
(a) To take care that the school buildings are not 
used for any purpose or at any time not 
authorised by the Minister; 
(l) To observe and report upon the state of the 
school buildings and premises, and to supervise 
the execution of such improvements as the 
Minister may authorise, them to carry out; 
(c) To inspect periodically the Admission Registei', 
the Class Rolls, the Daily Report Book, and the 
Time Book; but no other register or school 
documents; 
(d) To use their influence with parents to induce 
them to send their children regularly to school; 
{e) To report to the Minister misconduct on the 
part of any' members of the teaching staff, and 
to protect teachers from frivolous and vexatious 
complaints; 
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(/) To correspond with the Llinister, through their 
secretary, on subjects connected with the school, 
and to make suggestions that they may consider 
beneficial. The Llinister, however, while avail-
ing himself of the advice and assistance of 
school committees, reserves to himself the power 
of controlling the professional management of 
the schools. The committee shall not interfere 
in any way with the professional work of 
teachers, who, in this connection, are respon-
sible to the Minister only. 
(g) To assist in supervising local examinations when 
they are asked to do so. 
Head teachers' relations to co7)vi)iiitecs. 
34. Head teachers shall facilitate the work of school 
committees. They shall place the school room at the dis-
posal of the committees for their meetings, and they shall 
submit to the committees when requested the school registers 
and records of attendance. 
Source: Queensland Department of Public Instruction (1934), 
The State Education Acts 1875-1912. Brisbane: 
Government Printer, pp.27-32. 
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APPENDIX C i i i 
PARENTS' AND CITIZENS' ASSOCIATION 1964 STATE EDUCATION ACT 
EDUCATION ACT 1964-1970 ss. 10-13 7 
Division 11—Parents' and Citizens' Associations 
10.. (1) Formation of Parents' and Citizens' Association. A Parents' 
and Citizens' Association may be formed as prescribed by the regulations 
for any State school. 
Parents of children attending a State school and any other persons 
of or above the age of twenty-one years interested in the welfare of a 
State school shall be eligible to be members of such an association for 
that State school. 
(2) Te.Tiporary continuation of School committees. A School 
Committee formed pursuant to "The Education Acts, 1875 to 1957," 
and subsisting at the commencement of this Act shall continue in being 
for the school for which it was formed until— 
(i) the date on which a Parents' and Citizens' Association is 
formed for that school pursuant to this Act; or 
(ii) the Thirty-first day of March one thousand nine hundred and 
si,xty-rivc, 
whichever date is the earlier. 
Every School Committee continued in being by this paragraph shall 
be deemed to be a Parents' and Citizens' Association under this Act until 
the date it ceases to exist and each member of such a School Committee 
shall continue in his ofncc as such member accordingly. 
As amended by Act of 1970, No. 9, s. 7, 
11. Objects of association. The objects of an association shall be 
to promote the interests of the State school for which it is formed, by 
endeavouring to bring about closer co-operation between the parents 
of the children attending the school, other citizens, the teachers at the 
school and such children and generally to endeavour to foster community 
interest in educational matters. 
12. Funds of association. (1) Subject to defraying all expenditure 
lawfully incurred by it an association shall expend or invest all its funds 
lor the benefit of the children who are attending the State school for 
which it is formed. 
(2) All property whatsoever acquired by an association for the use 
of a State school whether acquired with or without any financial assistance 
from the Minister or the Department shall by force of this section be 
vested in the Corporation for the purposes of this Act. 
(3) (a) With the approval of the Minister, an association may 
from time to time enter into agreements having as their object the 
provision of amenities or improvements at the State school for which 
it is formed or the benefit generally of the children attending that State 
school. 
(b) The association shall deal with any funds coming into its 
hands pursuant to the entering into any such agreement in manner 
prescribed by this section and, subject thereto, as the Minister directs 
or, in the absence of any direction, as the association deems fit. 
(c) The approval of the Minister may be given generally in respect 
of any class of agreement as well as in respect of any particular agreement. 
(d) The regulations may prescribe conditions under which agree-
ments may be entered into by an association and terms and conditions 
required to be incorporated in agreements so entered into. 
As amended by Act of 1970 (No. 2), No. 47, s. 7. 
13. Association not to exercise authority over teachers. An association 
shall not exercise any authority over the teaching staff, or interfere 
in any way with the control or management of any State school. 
S o u r c e : Queens land ( 1 ^ 7 1 ) , E d u c a t i o n Act 1964-1970 , 
B r i s b a n e : Governmer.t P r i n t e r . 
325 
APPENDIX D 
RECOMMENDATIONS RELATING TO COMMUNITY PARTICIPATION 
AND DEVOLUTION OF DECISION-MAKING 
Abstracted from the Final Report of the Select Committee 
on Education in Queensland (1980) 
1. At a State Level 
8.90 That the Parliament establish a Standing Committee for 
Education and the Arts, with a mandate to institute 
inquiries on any matters which touch upon education in 
Queensland, and to make regular reports to the House. 
(7.5). 
8.70 That the Minister appoint an advisory committee which should 
include members from outside the Department, with special 
knowledge in the area, to advise him on the education of 
gifted and talented children in Queensland. (5.20) 
2. At the Regional Level 
8.38 That the recent policy, to extend the authority of Regional 
Directors, be continued and accelerated. (5.3) 
8.35 That the devolution of responsibility to regions and schools 
should be an ongoing process aimed eventually at giving 
schools significant autonomy. (5.2) 
8.39 That Regional Councils be introduced into all education 
regions. (5.3) 
8.36 That a more flexible approach be adopted to organisation and 
administration, with a view to allowing delegation of 
responsibility to proceed at different rates according to 
differing circumstances. (5.2) 
8.66 That the continuing trend towards decentralisation of 
Special Education services be continued and accelerated. 
(5.27) 
3. At the School Level 
8.37 That the development of School Boards in other parts of 
Australia be kept under continuing review by the Minister 
and his Officers, with a view to their possible introduction 
in Queensland as the end product of a continuing process of 
devolution of responsibility. (5.2) 
8.10 That Primary School Principals, with the prior concurrence 
of their Regional Director, be given discretionary powers to 
convene advisory committees similar to those that we have 
proposed for Secondary Schools. (3.8) 
8.15 That the proposal concerning High School Advisory Councils 
in paragraph 6.7 of our Second Interim Report, be amended 
by the addition of a subparagraph (2) (viii) 
'representatives of local industry and commerce at the 
discretion of the school principal'. (4.7) 
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8.16 That when school-based courses are being developed, the 
active involvement of local employers should be sought in 
the preparation of the syllabus. (4.8) 
8.45 That the proposals, that "there should be a regular review 
of rules and procedures, which have been determined by the 
Principal in consultation with teachers, parents and 
students", and that "the rules should be carefully 
explained to students not only at the start of each year 
but also at regular intervals. New students and their 
teachers should be carefully oriented to the school. These 
rules should be in written form", be adopted. (5.7) 
8.62 That the Principal of every school should, as part of the 
induction of every new teacher, include an element designed 
to inform the new teacher of the expectations of the' 
community, with respect to the school and its teachers. 
(5.16) 
8.72 That the increasing use of school grounds and facilities by 
outside organisations, the view of schools as community 
centres that everyone in the community relates to, and 
their use during the evening for adult education classes, 
be encouraged and expanded. (5.22) 
8.73 That, subject to the proviso that at all times the 
interests of the students and their physical education 
needs shall have an over-riding priority, Parents' and 
Citizens' Associations should be authorised to enter into 
contractual arrangements with sporting groups under which 
the outside sporting body would agree to install such items 
as fencing, lighting, grandstands, ablution blocks or other 
capital improvements, in return for the use of the sports 
oval for fixture events. (5.22) 
8.74 That the initiatives taken by some local authorities who 
are now entering into joint funding arrangements with 
Parents' and Citizens' Associations to provide halls for 
both school and community use, be encouraged. (5.22) 
8.75 That when new schools are to be constructed. Parents' and 
Citizens' Associations, community and business 
organisations and the local authority be involved at the 
planning stage, to ensure that the design and orientation 
of the school conform to future plans for local development 
and encourage maximum community use. (5.22) 
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APPENDIX E 
A LIST OF STATE POLITICAL INTERVENTIONS INTO QUEENSLAND EDUCATION 
r A CHRONOLOGY OF INTERVENTION 
— 1970 to 1986 — 
• Library Book« (19 August, 1971) 
...memorandum 10 tecondarvicnooiDrtnctoaU urging inai tneyentureparsnis have no 
valid oD(«ction lo t>ootLS praacriDad tor raadmg ana siuoy Tne Australian 3/9/71 
• Sex education (9 February, 1972) 
.. Tn« MiniatAf tor Eoucation. Mr A R Fleicner aaid a aea »ducahon courts would not 
ba introducad in Ouaansiand acrtoois Publicly ra-aiaened by all ftuDseauent 
Education Miniaiers Nortn Wetiern News 
• Text booki (August, 1975) 
...memorandum to secondary ichoot onncipali provided guidelines tor lert book 
preecnptions Principals were requeaied "lo mane available lo parents before tne end ol 
each year a draft list ol lastbooKS lo be used m tne lohowmg year" 
• "Meiaagewayf" (22 March, 1977) 
...The Education Miniiier, Mr V. Bird, said in Pahiameni that "Meiaagewayt on a Small 
Planet 1' was being withdrawn from State Schools. (~muraer roie-piaymg") 
• "Build Society" (9 October, 1977) 
...A directive was telephoned to Principals throughout the State that teachers are -
forbidden to discuss building societies on school prooeny. ("School rumours may hsve 
contributed to Old Permaneni Building Society collapse") — The Sunday Mail 
• Macos (19 January. 1978) 
...Tne Education Minister. Mr Bird, announced that Man: A Course ol Study 
(M.A.C.O.S.) would be withdrawn irom State Schools 
• Semp (23 February. 1978) 
...The Social Education Materials Proieci. fS.E.M.P.) was banned from State Schools ~ 
' • Nuclear power (16 March. 1978) 
...The Minister tor Education. Mr v. Bird, said senior Cabinet ministers had reiected a kii 
of amcies and clippings on the nuclear power issue prepared by his Departmeni m 
lavouf ol recommending the Po« Repon to schools, ("f o« Repon more autnoriiaiive") 
— Courier Mail. 
• Training Course (25 June, 1978) _ 
...A Teacher EHectiveness Training Course to nave been held at Kelvin Grove College of 
Advanced Eoucation was cancelled, but only because a speaker trom the United States 
had hpi been able to attend, said G. Bericeiey. Committee Chairman, Rona Joyner had 
strongly opposed the course. Courier Mail 
• "BUckSmith" (13 August, 1978) 
. . T n e Director ol Secondary Education (Mr Goldtngi said recently that tne 
Depanment had told all high scnoois tnat T h e Chant ot Jimmy Blacksmith" was not a 
suitable book lor secondary scnoois. T s e i and violence") Sunday Mail — 
• "One day.. ." (13 August, 1978) 
..."Mr Goiding ssid tnat Alfixanoer Solzneniisyn's "One Day in tne Lite o' tvan 
•Oenitovnch" was another oooi^ not consioerefl suitaoie readinp tor hiqn scnoot " -
("eioi«lives"f — bunouy Msii 
• Textbooks (June-October. 1978) 
, ...Tne Director ot Seconoary Education aaid he had sent a letter to principals "this year' 
advising them to eiercise "extreme care and caution" in the selection ol textbooks, 
flranscripl ot evidence. The Anern Committee hearings, p.108). He also said a 
oepanmentat directive would oe "detinitely sent out ' aoout unsuitable material in 
textDOOKS 
• Drink-drlving film (10 September, 1978) 
...The Education Minister. MrV. Bird, said a film aimed at discouraging teenagers trom 
drink-driving would not oe shown in Queensland high scnoois. (Contained tne word 
"pisaod") — Sunday Sun. 
• Dress Code (7 December, 1978) 
...A loint Government parties' decision banr>«d teachers Irom wearing "long hair". 
:'icruttv beards", "jeans' and "ihonps", (Courier Mail) 
' • Outside school grounds (9 March, 1979) 
...The Education Minister. Mr Bird, said State school principals would be aoviseo to 
notily police when ii was lound that unauthorised literature was oeing distriouled 
outside school grounds. (Courier Mail) 
•• Teacher "screening" (17 May, 1979) 
...Cabinet agreed that special criteria, including "personal and moral standards' will oe 
•used by the Education Depanment to assess anyone seeking teaching loPs. ( S y o n e v -
Morning Herald). 
•• "Sense" (6 May, 1981) 
...A memorandum to orincioals ol State high schools auestionod tne suitability tor use 
in Queensland schools ol Curriculum Development Centre produced SENSE materials 
(Studies to Encourage Non-Soxist Education) 
• Evolution (30 November, 1981) 
...The Director ol Secondary Education sent a newsiener to State school p n n c i o a i s " 
asking inem to ensure evolution is taught only as a theory. Alternative mooels about 
creation were to be provided. 
• Theatrical group (June, 1982) 
^The theatrical group known as the Covenant Players is not currently authorised to 
oertorm in schools. (Education Otdce Gajetle). 
• Popular Theatre Troupe (29 September, 1982) 
. The Education Depanment would not allow Oueensiano schoolchiloren lo view "The 
Slate We re In' oy ini* Popular Theaire Group 1 encourages oisresoect lor aumortiy") 
— Tne Australian 
• "On Cue" (1982 — 1983) 
...Schools Commission-produced material entitled "On Cue , desianeo to miroduce 
teachers to the issue ol eQuai opponuntiy, was not land has noi Deem oisuiouied m 
Queensland schools 
--• Multi-cuituralUm (2 February, 1984) 
The "aoucaiion mmsnenai committee" deleted ' aooui 12" pubiicationi (rom • 
reading iisi ol a muiii-cuiturai education resources hii f t o o much attentron to oiner 
reiigioni") — Courier Mail 
• Literature *review* (21. February, 1984) 
...Slate Cabinet decided thai, 'All literature in use in State Scnoots is to i>e reviewed to 
remove anything tne Slaie Government consioers oflensive', "The review wiii begin 
immediately ano will become binding irom the beginning ol nexl year " fOaiiy Sun) 
• Community Relations Commission (March. 19&4) 
...Cabinet decided thai all correspondence received by Eoucaiion Depanment 
" • personnel trom the Community RoiaiionsCommtssioner oe torwardec to the Premier s 
Depanment tor reply (Teachers Journal) 
• Peace studies (11 May. 1984) 
Tne Eoucation Minister, Mr Powell, said he would not loieraie peace studies being 
incorporated in State school curnculums in Queensland (Courier Mail) 
• National Anthem (9 May. 1984) 
...Eoucation Depanment guidelines said tnat "God Save me Queen" must be played as 
the National Aninem even thougn "Advance Australia Fair' was aporoved oy tne 
Governor General as the national aninem (Tne Teieorapn) 
• Halloween (August, 1984) 
...The useot Halloween ano wiiches as topics tor theme work in pnmarv schools is tooe 
avoided ("religious and psychological reasons"} — Eoucation Qtiice Gazette 
• Homosexuality (26 October. 1984) 
- ...Tne Education Minister. Mr Powell said teacners in State scnoois wno publicly-
dectared tney were homosexual would be sacned. (Courier Mail). 
• P.M. Hawke (29 October, 1984) 
_ ...The Education Department prevented the principals of two state schools m 
Bunoaoero trom allowing their children out ol school to see tne Prime Minister, Mr 
HawKe (Couner-Maii) 
• Political eiiucation f29 October, 1984) 
. Tnr Education Minister Mr Powoti. sard poiiiicni eoocaiion is out tor Queensland 
(Courier Mail) 
• "The Mill" (8 November, 1984) 
- ...Assistant Direcior*Generai ol Education. Mr lan Matheson. said a historv book soid-
Oy the Guide Dogs tor the Blind Association caiieC ' T n e Mill" couio not be sold to 
Primary Scnooi libraries ("sexuai and homosexual reterences") — Daily 
• Susan Ryan (15 November, 1984) 
...The Education Department banned tne Federal Education Minister. Senator Susan 
Ryan, trom visiting a Queensland school and tecnmcai colieoe. (Courier Mail) 
• Homosexuality/Unionism (19 January, 1985) 
~ ...Brochures on homosexuality and tradeumonism were removed trom an iniemationar 
Youth Year action kri to be distriouted in Queensland. (Courier Mail) 
• Human Rights Kit (March. 1985) 
- ...The Education Minister. Mr Powell, warned all Queensland Slate school teachers 
against using a human rights teaching kit Developed bvtne Human Rignis Commission 
{••give students impression tne mafOrity lilesryle is wrong") — Courier Man and E.O.G 
• High Court/Constitution (13 March. 1985) 
...A textbook on the High Court and the Constitution developed by Ihe Curriculum 
Development Centre was banned trom Oueeruand State Schools, ("biased towards 
A.L.P s centralist views") — Daily Sun 
- • Red Cross kit (15 March, 1985) 
...A teachers resources kit produced oy The Australian fled Cross Societv may be 
banned trom Queensland scnoois — (ii subseouentiy was noi approveo by the 
Oeoariment conlioential source ) ("war roie-playmg oescripiions ol miurtes") — 
- Courier Mail 
• "Unions at Work" Kit (29 May, 1985) 
...Acting Education Minister, Mr W Gunn. said "Oueensiano students do not reduire 
. any union-oesigned Kits or courses on the woritings ot the trace union movement", in. 
response to tne claim that ACTU ktit en unions •Unions at Work" was banned from 
Oueensiano scnoois (Courier Mail) 
• Ausnag(24 July, 1985) 
,..A memorandum to State scnooi principals instructed tnem not to allow students to 
panicioate tn the Australian liag competmon promoted by Austiag 1988 Ltd 
("Queensland Government supoons present liag") 
Source : Q.T.U. P r o f e s s i o n a l M a g a z i n e , A p r i l 2 3 r d , 1985 , 4 ( 1 ) , 20, 
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APPENDIX F 
A MAP OF QUEENSLAND INDICATING THE BREAK-UP INTO EDUCATIONAL REGIONS 
Bamaga 
Caims 
Key: 
A. Peninsula 
B. North-Wcsicrn 
C. Northern 
D. Central 
E. South-Wesiern 
F. Wide Bay 
G. Darling Downs 
H. Brisbane-North 
1. Brisbane-West 
J. Brisbane-South 
Townsville 
Rockhampton 
Maryborough 
Brisbane 
Ipswich 
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APPENDIX G 
AGENDA FOR BRISBANE WEST REGIONAL COMMUNITY EDUCATION COUNCIL MEETING 
Meeting to be held at Ipswich Education Centre, 10th October, 1983, 
7.30 p.m.-9.30 p.m. 
1. Opening. 
2. Present 
3. Apologies 
4. Minutes 
5. Business Arising 
6. 
7. 
8. 
9. 
10. 
Correspondence 
Reports 
Pre-school 
Primary 
Secondary 
Question Time 
General Business 
Next Meeting 
Topics 
Time 
Venue. 
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APPENDIX Hi 
EDUCATIONAL PHILOSOPHY OF THE QUEENSLAND TEACHERS' UNION "^ 
SECTION IV 
COt^.UNITY INVOLVEMENT 4 SCHOOL-
BASED DECISION-MAKING 
(bet J1:,0 Y.4,3) 
General 
School facilities should be made more readily available to the Council 9/1975 
community and to develop continuing educational, creative, and 
leisure programmes unich will provide opportunity for life-long 
education for all the community. 
1. Recognising that the involvement of the community in the Council 6/1976 
school IS best achieved by an evolutionary process which allows 
for differing individual needs to be catered for, the Q.T.U. 
should assume a leadership role in stimulating moves for 
community involvement. 
2, Consultation with parent bodies on all moves to involve the 
community in the educational process should be undertaken. 
Ii The Q.T.U. should oppose the imposition of standardised 
structures for community involvement in schools by unilateral 
Government or Department action, and stress the need for any 
structures that might develop should be from dialogue 
between all interested parties. 
<:, It IS recognised that there can only be effective community 
involvement in the educational policies of the school when there 
has been a devolution of power from the central administration 
to the staff of the school with respect to the educational 
objectives of that school. 
S. It should be recomnended to teachers that, as they assume greater 
control over the educational policies of their schools, they 
consult more closely with parent and correnunity groups, and 
seek to involve them in the formulation of educational policy 
in an advisory capacity. 
Si Schools should be encouraged to provide opportunities for students 
to participate in decision-making with respect to the learning . 
programme and school organisation. 
7. Recognition should be aiven of schools an community resources, and 
press for a more ready availability of school resources to the 
community, but in ways that are not detrimental to the normal 
functioning of the school. 
t. It is recognised that the most effective utilisation of school 
resources by the community is achieved as part of continuing 
educational, creative and leisure programmes which provide 
opportunities for lifelong education for all the community. 
I. (a) School resources should be uaed to meet the needs of the 
whole community. C.T.U. recognises tnat any involvement 
that draws only on the skills of the advantaged is likely 
to further disadvantage the already disadvantaged. 
Therefore, all community involvement programmes should give 
special attention to developin.^ new strategies designed 
to draw on the differing skills of working class communities, 
recognising that many different structures, meeting 
procedures, etc. are alienating to most of the community. 
(1?) TteState Government should be requested to accept 
responsibility to stimulate community awareness m their 
schools by providing personnel such as social workers, 
interpreters, community liaison personnel and other 
ancillary staff to facilitate the establishment of 
community programmes based on schools, as well as the 
necessary increased financial support to enable the 
schools to perform their new tasks. 
ID, State and Local Governments should consult in tne planning cf 
community resources so that resourcL'i jvailuble in schools are not 
needlessly duplicated elsewhere in the community. 
XX. It IS recognised that education progrummeb for teachers must include 
greater attention to a study of community processes, community goals, 
group dynamics and comn\unication strategiet so that teachers can 
make their educational programmes more relevant to the social needs 
of the communities with which they are involved and therefore, 
recommend that the Q.T.U. consult with te.i-her »rtucation 
institutions for the purpose of including such programmes in current 
teacher education courses. 
12. The O.T.U. calls for the implementation of the 1975 Schools Commission 
Report recommendation for a number of totally funded com-munity schools, 
such schools to be non-fee-paying and non-selective in enrolling 
students. 
Each school community should determine its own educational philosophy Council 9/1977 
emphasis -and programmes based on individual needs of students. 
(cont 
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SECTION IV 1. EDUCATIONAL PHILOSOPHY (PEDAGOGY) 
COMMUNITY INVOLVEMENT I SCHOOL-
BASED DECISION-MAKING 
1.2 
Genera l ( c o n t . ) 
The Q.T.U. a f f i r m s t h e r i g h t of t e a c h e r s , p a r e n t s and o t h e r s i n t e r e s t e d 
m the e d u c a t i o n p r o c e s s , i n c o - o p e r a t i o n , t o make d e c i s i o n s a b o u t t h e 
e d u c a t i o n a l program. oF>era t ing i n s c h o o l s . 
Council 10/1978 
The t o t a l educa t iona l program of a school must be a mat te r for the 
members of t ha t school conununity who are d i r e c t l y concerned. 
Council 9/1974 
Select ion of Teaching Materials/Proorammes 
The procedures for informing pa ren t s of the books for d e t a i l e d study 
in English be as follows -
a. A decis ion by the Engl i sh Subject Mas te r /Mis t ress or the teacher 
f i l l i n g t h i s role in sma l l e r s choo l s , in c o n s u l t a t i o n with o ther 
English teachers about the books to be s e t for d e t a i l e d study 
m each grade in the subsequent yea r . 
b . Consul ta t ion between the P r i n c i p a l and the English t eachers on 
the proposed l i s t . 
c. A request from the P r i n c i p a l and the Eniilish Teachers to the 
P i C Associa t ion to a l low d i scuss ion of the proposed l i s t to be 
an agenda item a t a forthcoming P 4 C nieeting. 
d. C i rcu la t ion of the proposed book l i s t to pa ren t s concur ren t ly 
with the r e l evan t P t C meeting n o t i c e . 
e. Discussion of the proposed l i s t a t the r e l e v a n t P i C meet ing. 
f. The Pr inc ipa l and Engl i sh t eache r s should agree only to remove 
a p a r t i c u l a r t i t l e from the l i s t when the major i ty of pa ren t s 
of s tudents for whom t h a t t i t l e i s proposed ob jec t to the t i t l e 
in w r i t i n g . 
g. The Pr inc ipa l and Engl i sh t e a c h e r s may undertake to s e t an 
a l t e r n a t i v e t i t l e for d e t a i l e d study in the case where an 
ind iv idua l parent e x e r c i s e s h i s r i g h t to decide what books w i l l 
be s tudied by h i s / h e r own c h i l d . 
Conference 1976 
Sec also C.S.4 
10/1978, II/J9G7 
K.I .7, 3/1D78 
Schools and Pre-Schools 
A well researched program should be c a r r i e d out to develop schools 
and other education i n s t i t u t i o n s as major community f a c i l i t i e s 
subject to adequate pay, s t a f f i n g and s u p e r v i s i o n . 
Council 8/19-74 
The Q.T.U. should urge the Education Department to plan a t l e a s t 
one Community School wi th in the S t a t e of Queensland with Union and 
Education Department r e p r e s e n t a t i v e s on the planning group. 
Council 6/1976 
In a number of p i l o t s c h o o l s . P r i n c i p a l s should be i n v i t e d t o 
i n s t i t u t e a Committee of Resource A v a i l a b i l i t y from both w i th in and 
beyond the school to a d m i n i s t r a t e c l o s e r i n t e r a c t i o n between the 
school and the community and the r e s o u r c e s and f a c i l i t i e s each has 
to o f fe r . 
Council 9/1975 
The Union be l i eves t h a t c o n t i n u i t y between a c h i l d ' s l i f e a t home and 
his or her l i f e wi thin the p r e - s c h o o l i s an e s s e n t i a l a spec t of p r e -
school education so t h a t the r e a l needs of c h i l d r e n and p a r e n t s a r e 
met. Thus, a l l pa ren t s should f u l l y p a r t i c i p a t e in the p lanning and 
operat ion of pre-school and c h i l d - c a r e c e n t r e s . 
Parents should the re fo re share wi th the p r e - s c h o o l s t a f f the 
r e s p o n s i b i l i t y for the f u l l emot iona l , s o c i a l and i n t e l l e c t u a l 
development of the c h i l d . U l t i m a t e l y , however, p r o f e s s i o n a l d e c i s i o n s 
on curriculuin content and t e ach ing methods w i l l have t o be made 
by the t eacher . 
Council 8/1975 
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a . C. p . C. A. INC. POLICY 
THE COMMUNITY 
AND ITS SCHOOLS 
POLICY 
Within the framework of the existing policy of 
Government and of the international principles which 
confirm it, it is the prerogative and duty of Government 
to educate its citizens by a free and complete system for 
all who seek it. Education Authorities will fulfil their 
roles most effeaively through open discussion with and 
participation by community members. 
The aim of education is to help the individual to 
progress toward the attainment of his full potentialities 
as a person and a member of society, and to adapt and 
grow in the face of rapid change. This requires that he 
be assisted by fostering his own motivations and abilities 
to acquire a sense of self-confidence and worth. 
In implementing this aim, in addition to the implied 
intangible functions, areas of responsibility of 
government education systems should include the 
acquisition of fundamental skills, intellectual develop-
ment, pre-vocational preparation, technological 
knowledge, citizenship, health, the development of a 
sense of valoes, aesthetic appreciation and a worthwhile 
use of leisure. 
f Council believes that the school would benefit by 
being an integral part of the community. 
1. It would benefit by being governed by the 
community, including parents, students and 
teachers. 
2. The whole community should influence the school, 
particularly in relation to attitudes and decision-
making. 
3. Community interests should be encouraged to make 
their facilities available to students. 
4. Schools should be made available to all who have a 
need for the facilities provided, and not be solely 
child-oriented. 
GOALS 
Commonwealth Schools Commission 
Council supports the retention of the Commonwealth 
Schools Ckammission and considers its major role to 
b e l -
li) To recommend allocation and distribution of 
adequate finance for all forms of Education 
under its charter. 
(ii) The establishment of general standards in 
curriculum in co-operation with the Curriculum 
Development Centre. 
(iii) Encouragement of research and development 
in educational method and practice. 
(iv) Maintenance of statistical data as an aid to 
future planning. 
(v) Encouragement of innovation and 
experimentation, in-service training and inter-
change of staffing. 
(vi) Maintenance of communication with parent 
and teacher organisations by their representation 
on advisory boards and special committees. 
State Education Commission 
1. Council believes that the best way to direct and 
administer the State System of Education would be 
through a Queensland Education Commission with 
control of fund allocation, staffing, capital works, 
supplies and educational programmes. 
2. Council believes that such a Commission should 
negotiate directly with the Commonwealth Schools 
Commission in regard to overall planning and 
funding of its needs and should then be able to 
decentralise its administrative efforts into suitable 
regional areas. 
Regional Boards 
1. For administrative functions inappropriate to school 
level, such as curriculum advice, bulk purchase, 
over-seeing of accountability, resource provision 
and relationships with State Governments and the 
Schools Commission, Regional Boards should be 
established. The regions should be developed under 
Government planning. Regional Boards should 
centralise only those functions which cannot be 
carried out by school boards with a reasonable 
degree of economy and efficiency and shall be 
accountable to their constituent schools. 
2. Regional Boards should consist of nominees from 
school boards, representatives of Government 
authorities, parent and student bodies, teachers and 
elected representatives of the community at large. 
No individual group should constitute a majority. 
Decentralisation of Schools 
1. Government schools should become autonomous 
units within the broad framework of human and 
material resources available to Government education 
authorities. Responsibilities should devolve upon 
the community, which includes parents, teachers 
and students. 
QLD. P. & C. GUIDE - JULY/AUGUST '84 - 25 
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2. Council believes that schools should be governed by 
local school boards elected by the school 
community. They should include student 
representatives, teachers and parents and other 
members of the communi ty having an interest in 
education may be co-opted. Such groups should 
take the responsibility for making decisions about 
the educational programmes and curr iculum as soon 
as they feel ready to do so. 
3. School decision-making groups would be initiated 
by the local school communi ty . They should not be 
imposed, but should be established as and when the 
local community sees f i t . However, no member o1 
the school community should have the right to veto 
the establishment of such a group. 
4. The employment of teaching staff should remain 
the responsibility of government agencies. 
Administration 
1. In education matters, there should be close 
consultation, at all levels, between administrat ion, 
parents, teachers and students wi th all involved in 
decision-making and planning. 
2. Co-operation between parents, teachers and students 
should be encouraged by regular open discussions 
and a free interchange of information and ideas. 
3. School administrators should be responsible for 
keeping the school communi ty informed of relevant 
matters of an educational or administrative nature 
affecting schools and students. 
4. Schools should be designed and developed w i th the 
active participation of the communi ty , to be part of 
the cultural, recreational and educational activities 
of that community. 
5. In orderto enrich and extend the learning experience 
of students, learning programmes should use the 
varied resources of the communi ty , 
6. In areas where it has proved d i f f icu l t in the past to 
develop community involvement, the Australian and 
State Governments should co-operate to provide 
sufficient funds to encourage this process, e.g. by 
enabling the school and/or communi ty to employ 
appropriate staff to liaise between the school and 
the community. Such staff would also have a 
compensatory funct ion where a lack of communi ty 
involvement persists. 
7. Because it is now Government policy to allow access 
to school facilities by the communi ty , jo in t school/ 
community committees should be set up to 
administer such facilities locally. 
8. School libraries should be staffed by suitably 
qualified persons, and should be open beyond 
normal school hours and during school holidays. 
9. Because Council believes that decisions relating to 
rules and uniforms made wi th in a school w i thou t 
reference to the communi ty f rom which the 
26 - QLD. P. & C. GUIDE - JULY/AUGUST '84 
Students come may cause confl ict between the 
school and the communi ty , P & Cs should urge 
Principals to involve the local school community 
in the decisions. 
10. Council should discuss wi th teacher organisations, 
the principle of communi ty participation in 
education decision-making at all levels. 
11 . Q.C.P.C.A. should encourage parent organisations, 
in co-operation wi th teachers, students and 
communi ty groups, to develop programmes with in 
which all participants can discuss educational 
objectives. 
ACTION 
Administration 
1. Q.C.P.C.A. .should take -action t o discuss w i th 
relevant Government Departments the placement of 
Pupil Free Days and request that this be arranged by 
t h e school administrat ion in consultation w i th the 
school communi ty . 
2 . Q - C . P . C J X . , in association w i t h other State 
-_.; .organisations aff i l iated w i th A.C.S.S.0. should take 
action to t r y to return the Commonwealth Schools 
Commission t o its former independent "framework, 
fu l l y commi t ted t o t h e needs principle. 
3 . Q,C.P.C.A.should in i t ia te act ion- for the reactivation 
r. '- 'Of-..a .research centre ;^uch as the Curriculum 
, . - Deve lopment . -Cent re , where t h e concept of 
•cunriculums,:school based, can be explored federally. 
•4 , ' C L C P - C A . should init iate -act ion t o have the 
; -consumption o f alcohol on school premises 
f .< permrtted .after school hours in specially designated 
areas sub jec t t o Licensing Commission regulations. 
' 5 . Q.C.P_C.A.-.should take every oppor tun i ty t o 
; 1-: encourage its members t o laromote/.support and be 
included i n t h e work of the QIPC xommun i t y 
- - involvement programmes and -make use o f Regional 
.. Parent Consultancy services provided b y QIPC. 
6. Q.C.P.C.A. should seek the approval of t he Minister 
- - —for Educat ion t o allow clubs, including swimming 
clubs t o use -school facil it ies outside t h e sub-
• -. - .commit tee system, \provided tha t t h e management 
• • ' . a o f these facil it ies remains j o i n t l y - w i t h the-P. & C. 
and the Principal. , " "- ' " ' 
7 . Q.C.PX.A. should approach the Minister fo r 
Education t o have the Education Act -further 
amended if necessary to include provision for the 
jo in t development, j o in t ownership and jo in t 
admin is t rat ion of school .and communi ty iaci l i t ies 
on or.adjacent t o .school grounds by the Education 
D e p a r t m e n t / l o c a r authori t ies, P. & C. Associations 
•and other commun i t y 5roups and t h a t Depanment 
• ' ' ^guidelines be issued regardingthe procedures t o be 
fo l l owed. '_. 
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PATERSON'S DECISION BANDS APPLIED TO SCHOOLS 
Decision 
Band 
E 
D 
Level of 
Decision 
POLICY 
PROGRAM-
MING 
Organisational 
Level 
TOP MANAGE-
MENT 
SENIOR 
MANAGEMENT 
Kind of 
Decision 
Decisions 
relating to 
the values and 
directions of 
the school 
Decisions on 
resource 
allocation and 
broad programme 
directions 
Typical 
Examples 
Principal and 
Administrative 
Team (School 
Advisory 
Council?) 
Subject Masters 
and Curriculum 
Committees 
(Parents' and 
Citizens' 
Association?) 
INTERPRE- MIDDLE 
TATIVE MANAGEMENT 
B ROUTINE SKILLED/ 
JUNIOR 
MANAGEMENT 
Decisions which 
interpret the 
broad programmes 
into action 
e.g. day-to-day 
management or 
course design 
decisions 
Decisions based 
on knowledge of 
broad teaching 
routines in the 
school. No 
discretion for 
course changes 
or changes to 
the routines 
Senior Teachers 
Junior Teachers 
AUTOMATIC SEMI-SKILLED Decisions 
limited to 
various oper-
ations in the 
classroom or 
around the 
school 
Teacher Aides and 
Volunteers helping 
in Tutor 
Programmes (LAP) 
0 DEFINED UNSKILLED Activities in 
which no 
discretion is 
allowed -
actions and 
operations are 
largely defined 
Parents helping 
cover books 
Note: The various bands of decisions represent different kinds of 
decisions relatively more important (to the survival of the 
institution) from below upwards, in an hierarchy of decision-
making. 
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APPENDIX J 
STRUCTURED INTERVIEW SCHEDULE RELATING TO THE PROCESSES 
OF SCHOOL-COMMUNITY INTERACTIONS 
SECTION A: BACKGROUND TO SCHOOL-COMMUNITY INTERACTION 
1. Towards a Personal Definition of School-Community Involvement 
1.1.1 Thinking about the ways in which the community, 
particularly parents, could interact with schools, could 
you give me two examples of interactions which you felt 
were successful (from your own experience if possible). 
1.1.2 Why were they successful? 
1.2.1 Can you give me examples of one or two "bombs" - i.e. 
attempted school/community interactions that failed? (from 
your own experience if possible). 
1.2.2 Why did they fail? 
1.3.1 Can you give me examples of interactions of a more 
significant nature which you would like to see occurring 
in your school? 
1.3.2 Why would you like to see these occurring? 
1.3.3 Should these occur in all schools or just your school? 
Why? 
SECTION B: THE PROCESS OF SCHOOL-COMMUNITY INTERACTIONS 
2. Can we concentrate now on the projects of a more participatory 
nature involving the community in your school? 
2.1 Description of the Project 
Describe the project briefly if you have not already done 
so. (It may be ongoing or completed or part of a larger 
project.) 
2.2 The People Involved 
2.2.1.1 Where did the project originate, i.e. what is it a 
result of? What happened to start this project? 
2.2.1.2 Who actually initiated it? 
2.2.1.3 Why was it initiated in your opinion? 
2.2.2.1 Who else was involved at the start? 
2.2.2.2 Why were they involved in your opinion? 
2.2.3.1 How did other people become involved? 
2.2.3.2 What did these people actually do? (e.g. in the 
school? out of the school? met how often? for 
what purpose? etc.) 
2.2.3.3 Have their roles changed as the project 
progressed? Why? 
2.2.3.4 Were/are the same, different or more people 
involved as the project progressed? How? 
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3. Patterns of the Project 
3.1 How long has the project been going on? 
3.2 Has it changed at all? How? 
3.3 What are the major difficulties in carrying on with the 
project? 
3.4 What are the factors which make its successful 
implementation easier? 
3.5 What do you think will eventually happen to this project? 
4. Perceptions of Others about the Project 
4.1.1 How do teachers generally view this project? Could you 
give actual examples? 
4.1.2 In your opinion have their attitudes changed? How? 
4.2.1 How do parents generally view the project? Can you give 
examples? 
4.2.2 Have their attitudes changed? How? 
4.3.1 Do you think relationships in the school between 
teachers/teachers, parents/teachers and parents/parents 
have changed in any way because of this project? How? 
Can you give examples? 
4.3.2 Have the students in any way benefited by this project? 
How? Can you give examples? 
4.4.1 What are the major, if any, threats from a project such as 
this? Can you give examples? 
4.4.2 What are the opportunities, if any, offered by this 
project? 
4.5 Is there anything else you would like to comment on about 
this project, e.g. in a wider, more general sense will 
there be any repercussions or changes because of this 
project? 
SECTION C: GENERAL FACTORS RELATING TO SCHOOL-COMMUNITY INTERACTIONS 
5. Environment Necessary for School-Community Interactions 
5.1 What factors do you feel need to be present to ensure that 
the community, particularly parents, interact successfully 
with the school? 
5.2 What factors prevent the community and particularly 
parents from interacting with the school? 
6. Description of People Involved 
6.1.1 Can you describe the characteristics of parents who become 
"involved"? 
6.1.2 Why do you think parents become "involved" in the school? 
6.1.3 What do you think parents gain from this involvement? 
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6.1.4 Can you give me actual examples of parents who become 
involved and describe what you think they particularly 
gained from their involvement? 
6.2.1 Can you describe the characteristics of the teachers who 
become "involved" with the parents in the school? 
6.2.2 Why do you think they become "involved" in this way? 
6.2.3 What do you think the teachers gain from this involvement? 
6.2.4 Can you give me actual examples of teachers who become 
"involved" in this way and describe what you think they 
particularly gained from their involvement? 
SECTION D: BACKGROUND DETAILS 
7. Socio-economic Status 
7.1 What is your father's occupation? 
7.2 What is your mother's occupation? 
7.3 (For parents) What is your occupation? 
8. Educational Background 
8.1 (For teachers) What are your professional qualifications? 
(For parents) Do you have any formal qualifications? 
8.2 (For teachers) Where were you trained? 
(For parents) At what stage did you leave school? 
(For teachers) Was there a "community involvement" 
component anywhere in your course? 
9. (For teachers) Professional Background 
(for parents) Schools you have been Associated with through your 
Children 
9.1 
9.2 
9.3 
9.5 
9.3 
9.6 
Name of School Size Location "Community "Involvement" 
'*How "involved" were you with parents/the school? 
1 = Very involved 
2 = Involved 
3 = Little involved 
4 = Not much 
5 = None. 
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10. Prior Contact with Ideas concerning School-Community Interactions 
10.1 Can you name any key people who have influenced your 
thinking in this area? 
10.2 Have you ever done a course or read material on 
school-community relationships? Please describe it. 
10.3 (For teachers) Describe any experience you have had with 
involving the community in other schools 
prior to your present school. 
(For parents) Describe your involvement with other 
schools prior to your present school. 
11. Biographical Details 
11.1 Sex Female/Male 
11.2 Age 20-30 
31-40 
41-50 
51-
Date of Interview: 
Duration of Interview: 
Persons present at Interview: 
Interviewer's Comments: 
Brigid Limerick 
1984. 
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APPENDIX Ki 
CRITERIA USED FOR IDENTIFYING SCHOOLS WITH HIGH 
SCHOOL-COMMUNITY INTERACTIONS 
The Regional Director of Brisbane West was asked to identify 
schools with high levels of school-community interactions. In 
consultation with his inspectors he isolated eight such high schools. 
To provide further data on these schools the Principals of the 
three schools chosen were asked to complete a table (Appendix Kii) 
developed from the work done in the Brisbane North region. These data 
provided a useful profile of the school-community interactions 
occurring in each school (Appendix Kiv). Definitions of each of the 
terms used (Appendix Kiii) were sent to the Principals together with 
the table. 
Patterson (1980), Carss (1980) and Brehaut (1982) had been 
involved with Robertson (1978) and the Brisbane North Regional 
Education Council in identifying five stages of community education, 
namely: 
1. Community involvement in formal educational programmes 
(Section 1). 
2. Use of school facilities by the community (Section 2). 
3. Additional programmes for adults and children (Section 3). 
4. Community Participation in school-based decision-making 
(Section 4). 
5. Interdepartmental and inter-agency co-operation (Section 5). 
An 81-item instrument was designed to discover the extent to 
which "community education" occurred in each school. Every school in 
Brisbane North completed the questionnaire and the results were used 
to analyse their level of involvement. At a programme level this data 
bank is excellent for assessing the extent to which the school and 
community interact in certain areas. A slightly adapted instrviment 
(Appendix Kiii) was used for this study, merely to provide background 
information and support for the Regional Director's choice of schools. 
The data are of little use in analysing processes although they do 
provide useful background material. 
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APPENDIX Kii 
DATA BANK ON COMMUNITY-SCHOOL INTERACTIONS 
Please tick those activities which occur at your school. 
Section 1 - Community Involvement 
Al Face-to-face Reporting 
A2 Parent/Teacher Interviews 
A3 Parent Education Programmes 
A4 Voluntary Aides - In Classrooms (Tutors) 
A5 Voluntary Aides - Preparation of Materials 
A6 Voluntary Coaches - Sports 
A7 Assisting with Transport - Sports/Excursions 
A8 Community Resource People 
A9 Excursions - Community Resources 
AlO Home Notices 
All Newsletters/Newspapers 
A12 Open Days - Special Activity Days 
A13 Home Visits 
A14 Teacher/Parent Social Activities 
A15 Other (specify) 
A16 Regular Teacher/Parent Social Activities 
A17 Voluntary Aides in Library 
Section 2 - Community Use of School Facilities/Resources 
(Note: If you have no such facilities please cross them out.) 
Bl Community Use of: Grounds 
B2 Classrooms 
B3 Hall (if applicable) 
B4 Pool (if applicable) 
B5 • Library 
B6 Manual Arts Workshops 
B7 Home Science Areas 
B8 Commercial Areas 
B9 Other (specify) 
BIO Office Equipment 
Bll Sports Equipment 
B12 Audiovisual Equipment 
B13 Manual Arts Equipment 
B14 Home Science Equipment 
B15 Commercial Equipment 
B16 Other (specify) 
B17 Encouraging Parents into the School. 
Section 3 - Additional Programmes 
CI Holiday (children) 
C2 Before School (children) 
C3 After School (children) 
C4 Weekend (children) 
C5 Hobby Clubs (children) 
C6 Evening (adiilts) 
C7 Weekend (adults) 
C8 Day (adults) 
C9 Hobby Clubs (adult) 
CIO Self-Help Groups - Community 
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Section 5 (Continued) 
Cll Pre-School Playgroups 
C12 Meals for Children 
C13 Other (specify) 
C14 Past Students Association or F4? 
Section 4 - Community Participation - in Programmes including; 
Dl Work Experience 
D2 Work Observation 
D3 Community Service 
D4 Career Education 
D5 Local Studies 
D6 Environmental Studies 
D7 Human Relations 
D8 Cultural Activities 
D9 School Subjects 
DIO Other (specify) 
Dll Through Committees for: 
D12 
D13 
D14 
D15 
D16 
D17 
D18 
D19 
D20 
D21 
D22 
Ground Improvements 
Adult/Community Education Programmes 
Curriculum Development 
Staff Development 
Student Development 
School Transport 
Resource Selection 
Community Use of School Facilities 
School Improvement 
Other (specify) 
School Advisory Council 
Parent/Teacher Inservice 
Section 5 - Inter-Agency Co-operation/Co-ordination 
Close liaison with: 
El Department of Children's Services 
E2 Commonwealth Employment Services 
E3 Department of Social Security 
E4 Juvenile Aid Bureau 
E5 Institute of Child Guidance 
E6 School Health Services 
E7 School Dental Services 
E8 Institutions of Further/Advanced Education 
E9 Religious Bodies 
ElO Community Service Groups 
Ell Voluntary Agencies 
E12 Local Government 
E13 Other (specify) 
E14 Joint Projects with: Local Government 
E15 Community Service Groups 
E16 Sporting Clubs 
E17 Other (specify) 
Section 6 - Building Up School Image and Sense of Neighbourhood 
Fl Working with Local Paper 
F2 Award Nights 
F3 Displays at Local Shopping Centres 
F4 Past Students' Association 
F5 Setting up Neighbourhood Meetings 
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APPENDIX Kiii 
PARENT-COMMUNITY INVOLVEMENT IN SCHOOLS 
A Glossary of Terms for use in the Collection of Data 
on Schools in the Brisbane West Region 
Community is a term used to describe all those people who are 
associated with a school. Normally, this would include staff, 
students and parents; but could also include local business people and 
local residents who work with/for the school. 
Section 1 - Community Involvement describes a process whereby the 
school involves the community (parents and others) in the 
day-to-day activities of the school. 
Item 
Face-to-Face Reporting 
Parent/Teacher Interviews 
Parent Education Programmes 
Voluntary Aides - in classroom 
Voluntary Aides - preparation 
of materials 
Voluntary Coaches - sport 
Assisting with Transport 
sports/excursions 
Community Resource People 
Excursions - Community 
Resources 
Home Notices 
Description 
Direct oral reporting of pupil/student 
progress to parents 
Dialogue on individual or group 
(class/form) basis to explain 
practices and clarify expectations 
Programmes for parents to update their 
knowledge on school practices and 
curriculum 
Using voluntary help in the classroom 
to assist the teacher. Most common 
where group work is being undertaken 
Using voluntary help to prepare 
materials and teaching aides 
Using voluntary help to coach school 
sporting teams 
Using voluntary help in own cars, to 
transport children on school 
activities 
Using people in the community to talk 
to pupils/students, e.g. policemen, 
computer specialists, etc. 
Taking pupils/students into the 
community to learn through practical, 
firsthand experiences. 
Notices are sent home regularly to 
inform parents 
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Item Description 
Newsletters/Newspapers 
Special Activity Open Days -
Days 
Home Visits 
Teacher/Parent Social 
Activities 
Regular publications are produced to 
link community and school 
Days on which parents are invited to 
look at school activities 
A systematic scheme whereby school 
personnel visit the homes of 
pupils/students to meet parents 
Activity designed to bring teachers 
and parents together socially, e.g. 
barbecues, wine, chess evening, etc. 
Section 2 - Community Use of School Facilities and Resources describes 
such use by the Parents' and Citizens' Association, school 
clubs, sporting clubs, and community associations of the 
school. 
Section 3 - Additional Programmes includes additional programmes 
outside the normal school routine for children and 
programmes offered for adults. Some schools offer meals, 
such as breakfast, for underprivileged children. 
Section 4 - Community Participation describes a process through which 
the community actually participates through committees or 
consultation, in making decisions, e.g. in community 
participation programmes, community members have a direct 
input into developing/reviewing programmes where they have 
some expertise. 
Section 5 - Inter-agency Co-operation and Co-ordination of Resources 
and Effort indicates a high degree of discussion and 
planning between the school and other agencies, e.g. where 
the school works with ministers of religion to develop a 
new/different approach to Religious Education. 
The development of joint projects with other agencies 
involves a high degree of joint planning and in some (but 
not all) cases, joint funding, e.g. joint development of 
darkroom with local photography club for use by club and 
school. 
Section 6 - Building up School Image and Sense of Neighbourhood. This 
section covers basically the public relations activities 
undertaken by the school to make the community more aware 
of what is happening at the school. 
Source: Adapted from survey conducted by Ken Robertson and 
John Brehaut. 
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APPENDIX Kiv 
PROFILE OF SCHOOL-COMMUNITY INTERACTIONS WHICH OCCUR 
IN SCHOOL A, SCHOOL B AND SCHOOL C 
As has already been discussed, each school was chosen by 
the Regional Director of Education in consultation with his senior 
inspectors. The criterion was that they were schools where there 
existed a high level of involvement of the parents in a general sense. 
The accuracy of this perception was checked using the data bank 
questionnaire on parent/community involvement developed by the 
Brisbane North Regional Education Council. Each Principal was 
requested to tick those activities that occurred in their school. The 
instrument was based on a model proposed initially by Robertson in 
which he assumed that the majority of schools would be involved in 
Section 1 - community involvement-type activities - and fewer would be 
involved in Section 5-type activities. Schools, he suggested, should 
be progressing towards Section 5-type activities. Section 6 was added 
by this researcher to cover activities that were difficult to 
categorise under this hierarchical model but that were seen as 
extremely important by some of these schools. 
The following table draws a comparison between the 
three schools. As this table indicates, supporting the Regional 
Director's views, these schools are all involved in a range of 
activities which involve the community. Not surprisingly the majority 
of involvement takes place at the lowest level in Section 1. Out of a 
total of 85 possible interactions on this scale. School A has a total 
of 36, School B a total of 33 and School C a total of 42. These 
totals are similar to the totals of schools seen as high community 
involvement schools in Brisbane North. 
A few other figures require some comment. There is very 
little use of the schools' resources by the community in School B. 
Presumably this is due to the fact that this is an older suburb with 
many facilities already present in the community. According to all 
the Principals, there are a number of committees in each school in 
which parents participate (see Section 4). In School A this 
participation is only through the School Advisory Council, in School B 
it is through the School Advisory Council and an active P & C while in 
School C it is through the P & C only. Section 6 indicates that 
School A is placing particular emphasis on "selling the school to the 
community." 
Brehaut's (1982) data on Brisbane North schools indicated that 
the stages were not sequential as had been suggested initially. 
Brehaut found that the second most prevalent activity came under 
Section 5, namely Interagency Co-operation, followed by Section 2 and 
Section 4. According to the three Principals interviewed for this 
study, there were many more committees involving parents in existence 
than were found in Brehaut's material. Either one assumes that 
development has taken place in this area, or one needs to heed 
Brehaut's warning that principals think about the committees, and 
ignore the lack of any meaningful parent participation. 
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TABLE K.1 
A COMPARISON OF SCHOOL A, SCHOOL B AND SCHOOL C ON THEIR PARENT/ 
COMMUNITY INTERACTIONS WITH THE SCHOOLS AS AT 1985t 
School 
B 
-
/ 
/ 
-
/ 
/ 
-
/ 
-
/ 
/ 
/ 
/ 
N/A 
/ 
/ 
^ 
y 
y 
-
-
/ 
/ 
y 
y 
y 
-
y 
N/A 
_ 
-
y 
-
y 
y 
y 
y 
y 
y 
y 
y 
y 
_i. 
N/A 
y 
Section 1 - Community Involvement 
Al Face-to-Face Reporting 
A2 Parent/Teacher Interviews 
A3 Parent Education Programmes 
A4 Voluntary Aides - in Classrooms (Tutors) 
A5 Voluntary Aides - Preparation of Materials 
A6 Voluntary Coaches - Sports 
A7 Assisting with Transport - Sports/Excursions 
A8 Community Resource People 
A9 Excursions - Community Resources 
AlO Home Notices 
All Newsletters/Newspapers 
A12 Open Days - Special Activity Days 
A13 Home Visits 
A14 Teacher/Parent Social Activities 
A15 Other (specify) 
*A16 Regular Teacher/Parent Social Activities 
•"A17 Voluntary Aides in Library 
Total 10 10 11 
Section 2 - Community Use of School Facilities/ 
Resources 
(Note: If you have no such facilities 
please cross them out) 
Bl Community use of: Grounds 
B2 Classrooms 
B3 Hall (if applicable) 
B4 Pool (if applicable) 
B5 Library 
B6 Manual Arts Workshops 
B7 Home Science Areas 
B8 Commercial Areas 
B9 Other (specify) 
BIO Office Equipment 
Bll Sports Equipment 
B12 Audiovisual Equipment 
B13 Manual Arts Equipment 
B14 Home Science Equipment 
B15 Commercial Equipment 
B16 Other (specify) N/A N/A N/A 
"B17 Encouraging Parents into the School ^J - -J 
Total 7 2 6 
Notes: "Indicates items added to the original data bank. 
titems below were ticked off by the Principal of each school. 
No attempt was made to check the accuracy of their 
perceptions. 
AE = Adult Education. 
y 
y 
y 
N/A 
y 
TAFE 
TAFE 
N/A 
y 
y 
N/A 
-
-
-
-
N/A 
y 
y 
y 
-
-
AE 
AE 
N/A 
(Continued) 
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TABLE K.l 
(Continued) 
School 
Section 3 - Additional Programmes 
CI Holiday (children) Preschool -
C2 Before School (children) _ , _ 
C3 After School (children) - y -
C4 Weekend (children) _ _ _ 
C5 Hobby Clubs (children) ^ ^ ^/ 
C6 Evening (adults) / - •/ 
C7 Weekend (adults) _ _ _ 
C8 Day (adults) - _ _ 
C9 Hobby Clubs (adults) - _ _ 
CIO Self-help Groups - Community _ _ _ 
Cll Pre-School Playgroups - _ _ 
C12 Meals for Children _ _ _ 
C13 Other (specify) N/A N/A N/A 
Total 
Section 4 - Community Participation - in 
Programmes Including: 
Dl Work Experience 
D2 Work Observation 
D3 Community Service 
D4 Career Education 
D5 Local Studies 
D6 Environmental Studies 
D7 Human Relations 
D8 Cultural Activities 
D9 School Subjects 
DIO Other (specify) 
Dll Through Committees for: 
Ground Improvements 
D12 Adult/Community Education Programme 
D13 Curriculum Development 
D14 Staff Development 
D15 Student Development 
D16 School Transport 
D17 Resource Selection 
D18 Community Use of School Facilities 
D19 School Improvement 
D20 Other (specify) 
D21 School Advisory Council 
D22 Parent/Teacher Inservice 
Total 6 12 13 
y 
-
-
-
N/A 
-
-
N/A 
_ 
y 
y 
-
y 
-
y 
-
N/A 
y 
-
y 
y 
y 
y 
N/A 
-
y 
N/A 
y 
y 
y 
-
-
y 
_ 
y 
N/A 
y 
y 
y 
y 
y 
y 
N/A 
y 
y 
N/A 
y 
-
-
y 
y 
y 
y 
y 
N/A 
-
y 
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TABLE K.l 
(Continued) 
School 
Section 5 - Inter-Agency Co-operation/ 
Co-ordination 
Close liaison with: 
El Department of Children's Services 
E2 Commonwealth Employment Service 
E3 Departiment of Social Security 
E4 Juvenile Aid Bureau 
E5 Institute of Child Guidance 
E6 School Health Services 
E7 School Dental Services 
E8 Institutions of Further/Advanced Education 
E9 Religious Bodies 
ElO Community Service Groups 
Ell Voluntary Agencies 
E12 Local Government 
E13 Other (specify) 
E14 Joint Projects with 
E15 
E16 
E17 
Local Government 
Community Service Groups 
Sporting Clubs 
Other (specify) 
/ 
/ 
N/A N/A N/A 
N/A N/A N/A 
-
/ 
/ 
/ 
/ 
^ 
Total 
"Section 6 - Building Up School Image and Sense 
of Neighbourhood 
''<F1 Working with Local Paper 
"F2 Award Nights 
-F3 Displays at Local Shopping Centres 
"F4 Past Students' Association 
"F5 Setting up Neighbourhood Meetings / 
/ 
/ 
V 
/ 
Total 
GRAND TOTAL 36 33 42 
Note; ^Indicates items added to the original data bank. 
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P.O. Box 33, North Quay, Brisbane. Q 4000 
D E P A R T M E N T O F ED.U C A T I O N 
Telephone 224 0717 
T R E A S U R Y B U I L D I N G 
Q U E E N S T R E E T 
B R I S B A N E 
<cc> Fy 
MEMORANDUM TO PRINCIPALS 
RE: RESEARCH PROPOSAL BY MRS I.B. LIMERICK/DR G.B. COLLINS 
Dear Sir 
An application has recently been received by the Department seeking approval 
to conduct research in a number of Queensland State schools. Details of the 
purpose and requirements of this research study are outlined in the attached 
statement. 
Approval has been granted by the Department for the applicant to approach 
you with a view to securing your co-operation in this project. As evidence 
of this approval, the applicant has been authorised to forward a copy of 
this memorandum to the Principals of the schools listed on the attached 
statement. It should be noted, however, that although approval has been 
granted by the Department, your school is under no obligation to participate 
in the study. 
Any queries relating the the study may be directed to the researcher, or to 
Mr B. McBryde of the Research Services Branch of this Department (22A 7997). 
Yours sincerely 
J.E. FITZGERALD 
Assistant Director 
Research and Curriculum Services 
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APPENDIX M 
BACKGROUND MATERIAL HIGHLIGHTING COMMENTS FROM A PARENT IN SCHOOL C 
AND A TEACHER IN SCHOOL B 
The Actors involved 
Chapter 7 covered the make-up of the population in each of the 
areas under consideration. Two further commentaries round out this 
picture. 
In School C the Principal tended to blame the parents for being 
apathetic. This "blame the parents" syndrome was reflected by the 
parents, particularly the President of the P & C who, in line with 
many other presidents of P & Cs, felt that parents did not give them 
enough support. One of the parents interviewed went so far as to 
carry out a mini-survey to send to the researcher to back up the 
points she had been making about parent apathy. To quote her: 
I felt that I was perhaps too negative about family 
involvement in schools so undertook a survey of our very 
small area. It was a cul-de-sac until a few years ago and 
everyone was known to me and even the few who have moved 
keep in touch. I think the enclosed figures verify my 
negative feelings on parent involvement. All the state 
school children did not go to School C but all did attend 
local high schools. 
Her survey read as follows: 
Mini-Survey on our Immediate Area 
40 houses 
9 houses with no children 
31 houses with total children 78 
31 houses have 31 mothers and 29 fathers 
78 children attend school, 21 at church schools and 57 at 
state schools 
Parent Involvement: Church State 
Mother 4 5 
Father 2 0 
Of the 4 mothers involved with the church schools 3 account 
for 13 of the 21 children. 2 mothers served on committees 
and both fathers were committee members. Of the 5 mothers 
involved in the state school 4 were involved at tuck-shop 
and fund-raising activities and one also helped with 
book-scheme by covering books at home and only one served on 
a committee. The economic background varied from coach 
driver to teacher, importer with very successful gun-smith 
shop, doctor, general manager and foreman, and nursing 
sister. Only 2 mothers work full-time and 5 part-time but 
on a casual basis. 
The data provided by this mother in her mini-survey reflect both 
the statistical composition of the area and the roles that School C is 
allowing them to play. 
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A teacher at School B included an interesting assessment of the 
students and their parents in his area. This teacher had carried out 
investigations into the patterns of employment of the school's 
students and looked into the various tests administered to them. His 
conclusions were as follows: "Unemployment is a class phenomenon, and 
most of these kids don't suffer from it - NB the 5 unemployed - they 
are typically middle class - several academics' sons - but dropped 
into the drug/music underworld, so the story goes". 
On his calculations the 5 unemployed represent 6.7% of the 1983 
Year 12s. The average Australian unemployment of Year 12 school 
leavers in February 1983 was 13.7%. 
He argued that School B's students are bright but lazy, and do 
not fit into the mould of "success oriented/deferred gratifiers" that 
conventional ideology tells us that the middle class will produce. 
Their Junior results plotted against their TOLA scores show "a heavy 
bias towards underachievement". However they are saved by the fact 
that "ASAT cancels achievement (or lack of it) and compares one school 
with the next on the basis only of aptitude - and these kids are 
bright!" 
He relates all these findings to the increasing problems (as he 
perceives it) of parental involvement in the school. 
My point is that these parents - mainly educated in 
Queensland in the '50s and early '60s aren't very educated 
(see some interstate comparisons) but tend to be affluent 
because they started their careers in the booming '60s -
found it easy - don't pressure their kids - allow the soft 
options and subsidize them in their P & C s expenditure 
patterns - and in the short term have ASAT to save their 
skins. 
As something like 50% of the children in the area go to private 
high schools he concluded by suggesting that maybe the more 
"traditional middle class" send their children to these schools and 
that it is only the children of the "nouveau riche", "a generation 
that were lucky enough to succeed without much education, so assume it 
will still work now. I think they will be proven wrong" who send 
their children to the local state school. This interesting view 
overlooks the high educational qualifications of those who are 
involved in this particular school, although the point that Queensland 
parents are less well educated than their counterparts elsewhere in 
Australia is of course valid. 
This undereducation applies even more particularly to Queensland 
mothers. This teacher, the negative case for School B, was deeply 
concerned that parental impact on the school continued to encourage 
the students to train for "jobs and lifestyles that ceased to exist 
ten years ago". 
The three schools differed in their attitude to the actors 
involved. In School A the Principal was having an effect by making 
both parents and teachers see the need for discussing everything that 
happened in the school with the parents. This was part of a broad 
iterative process of sharing knowledge with the community and at the 
same time trying to gauge the communities' opinions on a wide range of 
352 
educational issues. In this school both the negative parent and 
teacher felt that this was a waste of time, as the community could not 
handle this sort of knowledge and had no useful contribution to make. 
In School B in some cases the educational level of the parents 
was far higher than that of the teachers. In any situation of more 
equal power these parents had knowledge to give to the school. As the 
Principal himself commented, due to the personality and good ideas of 
the Chairperson of the School Advisory Council he felt that he had 
learnt a great deal from him. The emphasis was firmly placed on the 
personality of the individual however as a one-off item rather than a 
structural possibility that could be built into the system. The 
negative parent in this school (who was himself a teacher) felt, as 
did the negative teacher, that the job should be left to the 
professionals. This view was exacerbated, especially in the case of 
the parent, by the co-operative evaluation "bomb" (Appendix N). 
In School C there was a high level of agreement, already 
discussed, that the parents were apathetic and that there was not too 
much more that the school could do. This school, with the lowest 
participation, came out with the highest involvement score on the data 
bank (Appendix Kiii). Grant (1979:22), using the words with slightly 
different emphasis, suggested that "perhaps this token participation 
unwittingly diverts community members from genuine involvement in 
community affairs." 
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APPENDIX N 
REPORT ON A SCHOOL CO-OPERATIVE EVALUATION "BOMB" 
The following are comments made by the Principal, parents and 
teachers regarding the school co-operative evaluation exercise at 
School B, in 1984. The feeling was expressed by all groups that this 
was a "bomb" as it had generated considerable tension in the school. 
The Principal reported that: 
a breakdown had occurred between the staff and the teachers 
over the school co-operative evaluation. The inspector 
spoke to the teachers and the Principal who all handed in 
their reports. Later in the year the inspector asked the 
Advisory Council whether they would like to submit a report. 
They wrote their report which was praiseworthy in most 
aspects but expressed, overtly, feelings about the teaching 
of a particular subject which they nominated. The staff 
were unaware that the parents were submitting a report. 
They were shown the final copy and united to a person in 
their condemnation of the parents. Some staff have 
completely withdrawn now and will not have anything to do 
with the parents. 
The Principal concluded that the problem was that: 
the teachers saw this as a slur on their professional 
integrity. They saw it as interference with their job and 
felt this criticism especially acutely as it came from the 
parents whereas they would probably have accepted it from an 
inspector. 
One teacher (the negative case) commented that: 
during the co-operative evaluation the P Sc C was invited to 
make an input and wrote a wishy washy condescending document 
and also stated that the science teaching in the school was 
inadequate. This was a docviment to be read by the Director 
of Secondary Education. It contained an attack based on the 
personal spite of one P & C member and which ignored strong 
evidence to the contrary, and which other members of the 
P Sc C committee did not see until after it was presented. 
A parent (the negative case) suggested that: 
If you think of the co-operative evaluation I suppose that 
was a bomb! ... I think that there was a personality clash 
and real differences between the Chairman of the SAC and the 
head of the Science department, prior to it. So the 
co-operative evaluation was just symptomatic of these 
underlying differences. There was also some suggestion of 
biased treatment of students. The Regional Office erred 
very badly and so did the Principal. At the very last 
minute there was a suggestion that there should be input 
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from the parents and so a group of parents quickly drafted a 
report which was not presented to the P Sc C. It became part 
of the school report but it contained a derogatory comment 
on the science staff. It failed in CO-OPERATIVE' evaluation. 
The inspector should also be "shot" for allowing the parents 
to write a report on the school in that way and the 
Principal was using the parents. I think that the teachers 
were against the comment rather than the idea of the report. 
Another parent commented that "parents were asked to speak to the 
inspectors when the school was undergoing an evaluation. The science 
staff took great exception to what was written." 
The Chairperson of the SAC pointed out that: 
the parental input into the co-operative evaluation- last 
year could be considered by some to be a bomb in relation to 
some negative comments made about some teachers ... because 
parents were directly commenting on the performance of 
teachers - it is an impasse that we are at - have parents 
any rights in commenting on the performance of teachers? 
... About 8-10 parents were involved. Principals in 
Queensland schools understand the principle of 
accountability but teachers on the whole do not .... In an 
overall positive report one negative comment about the 
science teaching was included. It was very cathartic. 
His conclusions were that one "positive feature is that parents 
will contribute to the next evaluation but it will be done more 
co-operatively." 
The responses of the parents then, were very different. Some of 
the parents were very hurt by the generally hostile response of the 
teachers. One mother commented that: 
the teachers took exception to one sentence and there was 
hell to pay. It was all very, very unpleasant ... there was 
a lot of unhappiness in the school. I went in to one 
staffroom where I had always been welcomed and was virtually 
stood in a corner and asked questions about the whole 
incident. 
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APPENDIX 0 
SPREAD SHEET ON WHICH DATA FROM INTERVIEWS WERE INITIALLY SUMMARISED 
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APPENDIX P 
A gender analysis of the hierarchy in 
Queensland secondary schools 
( as at November 1987 ) 
DIRECTOR-GENERAL OF EDUCATION 
(1 male 0 females ) 
ASSISTANT DIRECTORS-GENERAL 
(3 males 0 females ) 
DIRECTORS OF DIVISIONS 
(10 males 0 females ) 
REGIONAL DIRECTORS 
(12 males 0 females ) 
CENTRAL FIELD 
INSPECTORS 
( Secondary ) 
(9 males 2females) 
REGIONAL INSPECTORS 
( Secondary ) 
( 9 males 1 female) 
PRINCIPALS 
(151 males 10 females ) 
DEPUTY PRINCIPALS 
(146 males 30 females ) 
SENIOR MISTRESSES 
(0 males 156 females ) 
SUBJECT MAST 
REGIONAL FIELD 
INSPECTORS 
( Secondary ) 
(10 males 1 female ) 
ERS/MISTRESSES 
( 871 males 471 females ) 
TEACHERS 
(5176 males 5339females) 
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APPENDIX Q 
NOTES ON THE LEARNING ASSISTANCE PROGRAMME (LAP) 
Outline of doccription of LiA.P. at Subject Master's Meeting 
earlier this year. 
!• L.A.P. ±3 similar to R. &. S. V/orkshops. It is a student-
centred, coni.aunit:/-based supporf system v/ith teacherc, adults 
and students v/orkins to address the needs of students. It 
exists in school B in Znglish at Year 9 - v/e call it the 
Classroom 'futor's Prof^ ramne. T'.vo weekly periods in English 
are set aside for it. About 7 adults and 7 students are 
involved in pair groups. 
2» L.A.P. does have differences from R. £: S. 'Jorkshops. These 
are: 
(a) more stress on a' supportive relationship between 
adult and student 
(b) contacts occur during school hours 
(c) adults/teachers work torijether to plan individual help 
for students. There is a coordinator who helps to 
facilitate this v/ork. 
(d) different students may be helped: 
. those needinp: support/guidance 
the gifted and talented 
those with special needs 
(e) it Cc.n be across the curriculum 
(f) there can be ticie-table flexibility: a student requiring 
"survival skills" in Znglish (literacy), for example, 
can be v/ithdrar/n from other subject areas following 
discussion among all involved. 
3. L.A.P. v;orks closely in conjunction with Special Education 
teachers. 
4* Referrals to L.A.P. come from 5 sources: teachers, parents 
or students who ask for help. Reports are sent home to parents. 
5« L.A.P. is voluntary - the student nay choose not to be involved. 
"S, The system works if the Coordinator is effective and if it is 
accepted by the community and the school. Banksia Par]-: High 
have a 30 hours weekly paid Teacher Aide (Penny Penhall) as a 
Coordinator. 
f» Volunteers succeed (usually) if they are .helped by the 
Coordinator, teachers and parents. 
6« Volunteers need time to build relationships, to address areas 
of special need, often before they can attempt to achieve 
educational objectives in school programs. 
9, L.A.P., to succeed, needs status, support and recognition: it 
particularly needs a place from which to operate within the 
school, and it needs help from teachers who knov.' the students. 
10* L.A.P. exists in hundreds of schools. There is a paid 
Coordinator for Brisbane North Secondary Schools. 
I found that the teachers at B.P.H.S. accept and are glad of L.A.P. 
help. The adults involved there see the realities of schooling_^ and 
are enthusiastic suDporters of the system. Our experiences (R.S.'.v. 
and CO?.?.) here, with Joan V/illiams, 'suggest the system has much to 
offer the students of thi3 school. 
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What is the 
Learning Assistance Program 
Tne Learning Assistance Prograrrune is a school-based prograrrjnc reliant 
on caring people to fulfil the task. 
The task is to assist children at risk in the classroom. These 
children may be behind with their work for various reasons, causing 
a disruption in the class, they may have emotional or personal problems. 
The volunteer, who is usually a parent, but not necessarily, wciks on 
a one-to-one basis with a particular child who has been identified as 
needing assistance. 
The volunteer meets with the child twice a week for 30-40 minutes, 
depending up>on the age of the child. 
The task of the volunteer is first and foremost to establish a cairing 
relationship with the child. Only when that trust begins to develop 
can the child's area of need be assisted. The com.-r.unication becomes 
two-way. 
A main aim of t.he volunteer is to build up self-esteem of the child in 
need. This becomes possible as trust and care grows between the two. 
A most significant outcome is that not only do the children in need 
benefit from this help, but also the volunteer, having come closely 
involved with their LAP child, is a receiver too. Both benefit greatly. 
The programme recognises the valuable contributions that can be made 
by parents in the educational development of our children. It allows 
them to become involved in more meaningful and rewarding tasks. 
The Learning Assistance Programme offers a volunteer helper an opportunity 
to expand their own personal effectiveness and to learn new skills to 
enable them to more effectively assist the studenti> with whom they work. 
-k .^^ 
Source: Queensland Intersystemic Parents Committee, Brisbane, 
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The Learning Assistance Prograrrunc was fnundcci at Ranksia Park High 
School in 107G with six volunteer patents an(i six students. 
Concerned staff recognised that there were students in f:he school with 
special needs who would benefit from extra support and encouragement. 
It was decided that parents and interested community members would be 
invited into the school to work on an individual basis with students 
for two lessons each week. 
In 1977, Penny Penhall, a parent volunteer from Banksia Park High School, 
received an Innovations Grant from the Schools Commission in order to 
co-ordinate and develop the programme within the school. In 1978, 
a further Schools Commission Innovations grant was received. 
In 1984, the programme has grown to approximately 1500 committed 
volunteers who attend schools on a weekly basis to give their services 
to children in South Australian schools. 
In June, 1984, Marlene Kingdon, Willunga Primary School, Elizabeth Aziz, 
.Marden High School, Ricki Cornish, Mercedes College and Penny Penhall, 
Banksia Park High School, formed a committee to plan the first 
co-ordinators' workshop. One of the aims of the conference was to 
produce a booklet to assist co-ordinators in the establishment of 
LAP Programmes within their schools. 
The Conference was held on 13th August, 1984 at Wattle Park Teachers 
Centre, and a list of participants is enclosed in this booklet. 
The ideas and thoughts generated and shared at this interesting and 
exciting day form the basis of this booklet. 
The booklet is available, through Penny Penhall and Wattle Park Teachers 
Centre for all teachers and parents who are interested in developing a 
Learning Assistance Programme in their school. 
Copies have been sent interstate, as this programme is now in growing 
demand on a national basis. 
The Learning Assistance Programme serves as a bridging network, linking 
parents, teachers and students across the intersystemic boundaries 
not readily breached by any other existing format; its common 
philosophy is CARE FOR KIDS. 
The committee gratefully acknowleLigos the support provided by Wattle 
Park Teachers Centre in tlic preparation of this booklet. 
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The Philosophy of the Learning Assistance Programme is as follows: 
A. To encourage parents and the community to become involved in the 
school's educational programme; 
* strengthening the ties between students, parents and teachers 
and the wider community. 
* assisting the school to more effectively cater for the 
individual needs of students. 
* supporting staff in their development of special programmes 
for students. 
* effectively utilising the valuable parent services available 
to schools. 
B. To assist and support students who have special needs by: 
* developing a positive, secure relationship with the student. 
* developing the student's confidence and building self-esteem. 
* providing opportunities for developing problem solving skills. 
* helping overcome learning difficulties by providing individual 
programmes of work, suited to the needs of each student. 
* developing a F>ositive attitude towards school work by 
practical support and encouragement. 
rcnny Penhall 
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It is essential that a co-ordinator be rcsponsihjle for the development 
of a Learning Assistance Programme within a school. In many schools, 
a teacher assumes the responsibility for the programme, but this does 
not necessarily have to be the case. 
Ancillary staff and parent volunteers often co-ordinate programmes, and 
some schools have devised an excellent system of a teacher and parent 
jointly co-ordinating the Programme. This works especially well if 
a teacher is not allocated enough time to organise and maintain the 
Programme. 
A detailed description of the role of the co-ordinator is as follows: 
* Conducting meetings of parents, and providing inservice training. 
It is important that volunteers have the opportunity to develop 
skills to enable them to assist their students - more details of 
this appear in the section on inservice later in the booklet. 
Regular meetings of volunteers assist in creating a positive 
and committed group of people, able to share their ideas and 
experiences. 
* Recruiting volunteers. 
* Interviewing individual parents prior to them joining the 
programme. 
* Preparing individual programmes of work, based on the needs 
of students, in conjunction with staff members and volunteers. 
* Providing support, encouragment and assistance for individual 
volunteers - if you are available, invite your helper to the 
staffroom for coffee and discussion after they have completed 
their session with a student. 
* Liaison with staff, parents and the wider comjnunity. 
* Promoting the programme within the school and local community. 
Submit LAP NEWS to your regular school newsletter or information 
sheet, place articles in your local newspaper about your 
programme, or any special activities you may have conducted, 
put up posters in local shopping areas to advertise your 
programme and to seek new helpers if necessary. 
* Matching volunteers with students - more details on this 
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are available in the section on volunteers. 
Administration of the programme - organization, letter writing 
Writing student reports. A report on progress of a LAP 
student is usually included with each termreport. (For 
some students, this report may have the ONLY POSITIVE COMMENTS) 
Presenting the programme to individual students - telling a 
child how lie/she may be involved, what they will be required 
to do, when they can come - and to give them the CHOICE of 
whether they wish to join. No child should suddenly be 
forced into a situation they do not want. 
Record keeping - details of the programme. 
Organizing special projects and excursions for members of 
the Programme - helps to build a cohesive group of people, 
and assists the children not to feel isolated. 
Purchasing books and resources. Locating resources for 
individual students and volunteers. 
Counselling both students and parents, and where appropriate, 
referral to other staff or the Senior Student Counsellor. 
Advising parents of students involved in the programme of 
their child's participation, and seeking their approval and 
consent. Keeping parents informed of progress of their 
student, and inviting them to meet the volunteer assisting 
their student and to share in the programme as they wish. 
Note: Learning Assistance Program Manuals have been developed in 
Brisbane by Pat Beattie, Monigue Bond and Mary Wilkinson in 
1986, 
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The f i r s t ne ighborhood rr^eeting for 1984 was h e l J on 19th 
May and ten p a r e n t s a t t e n d e d . All p«u:'ents agreed t>iat t e a c h e r 
& s t u d e n t comrduni c a t i o n was, in g e n e r a l , goo i . Teacher & 
p ^ r e g t comn:anl_£.gitlgj was no t a s i t s h o u l i be. Teache r s should 
l e t pa r^hTs knaw b e fo^ rg reg o r t t ime i f a c h i l i has p rob lems in 
work o r behav iour \ " ~ ""^ ^^  (T) 
Homework should be m^irkeJ more o f ten by the teJ .cher NOT 
ANOTHER STUDENT, p a r e n t t e a c h e r i n t e r v i e w a f t e r n o o n .j</as a 
shambles & should be broken i n t o t h r e e n i g h t s e . g . YRS, YR9&10, 
YR11412.([3)Uniforms should be e n f o r c e d , (^i^u^ -8)rl^^fj•ng goes on 
in school g rounds , Couli t h e r e be a t a t V o n the s u b j e c t to the 
s t u d e n t s o u t l i n i n g the d a n g e r s e t c . 
P a r e n t s f ee l t h a t d e s k s a r e ^ t o o lov/ fo r some of t he t a l l e r 
s t u d e n t s caus ing bad hacks e t c . L ^ i b r a r y a r e a i s l e f t a mess 
a f t e r l unch and should be c l eaned "^p By stu^aents who use t h a t 
are<a. , 
Q • •' ' 
I t was t h a t jToJtbiej be i n t r a iBCed f o r s t u d e n t s un^i^le to 
t^ke p a r t in s p o r t s fo r med ica l r e a s o n s or o t h e r p ^ a r t i c u l a r 
r e u so n a. 
i^. I t has been sa id tlyat""^! etnargfi-Se s t u d e n t s have a room with 
f r i d g e & t e a making f a c i l i t i e s where they can go 4 have a cup 
of t e a o r c o f f e e . The o t h e r s t u d e n t s f ee l t h a t they a r e g e t t i n j 
p r e f e r e n t i a l t r e a t t r e n t and t t e r e i s a l o t of a n i m o s i t y . 
? a r e n t s 
q u i z n i g h t Sc 
about ROSBA, 
a c t i v i t y was 
p a r e n t s 
a stucieKt 
a u g g c s t e i a coup le of i d e a s for~ 
nua l d a n c e . ¥es p a r e n t s would 
t id ing - T r i v i a 
to know uiore 
Sex e d u c a t i o n c l a s s e s as an e x t r a c u r r i c u l a r 
s u g g e s t e d . What would be i n v o l v e d ? 
f e e l t h i 
i s given 
fi form a t ion should be r e a d i l y a v a i l a b l e 
an ass igr iment to do . I t i s f e l t t h a t 
'the school l i^brary j a c k s » l o t o f ^ i n f o r i r a t ; on 
l i b r a r y open a t n ig i i t i s a gsod i J e a on a tft^Ll 
s u p e r v i s i o n fc parent -a l h e l p . P a r e n t s f e e l n i g h t 
&• computers 4 .good i d e a . 
Keeping the 
b ^ s i a w i th • 
clJi^^e-'^ in 
;eacr. £r 
m31 h s 
I t i s f e l t n-^re n o t i c e s c.c JME c l a ^ ^ e s a r e needed . I i i s 
a l so f e l t t h a t the l a s t week of sch-uoi beioi- - h.Dli4aYS should be 
y t e l i r e d witK r e v i s i o n work r a t h e r thar; no w£r/ a t a l l . 
thought t5 be 
S *. - 1 J tC ri 
The ti<affic in Gl en«! a Ras^d i 
& i i i s worrying p a r e n t s . Busc?: pjci.,i)-^ up 
t h r e e Kcrc77ls mylci be b e t t e r o i ^ ^ j i i S t J . A u^s bay 
nex t to ihe h i^h s&Kaols Kiain <sat<f wk^re ii-^e tr^es 
rcTT. 
was 3J,J '.ed 
Note: The following summation paper of all these meetings highlights 
the way in which parents' comments are used. Glue sniffing 
does not appear at all, and other issues are presented with a 
different emphasis (see following pages) . 
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Summation of Neighbourhood Meetings 
Neighbourhood Meetings - The Issues Raised by Parents 
1. Communication between Parents and Teachers 
Some parents still don't know they are welcome at the school and 
are ignorant about the School Advisory Council, its functions and 
composition and its relationship to the Neighbourhood Meetings. 
Parents feel that they are not being made sufficiently aware of 
student problems in terms of behaviour and school work. Teachers on 
the other hand, are not being made sufficiently aware of student 
problems in terms of poverty and family distress. Some teachers lack 
effective communication skills in dealing with parents and 
students. 
2. School Uniforms 
The wearing of school uniforms should be enforced at all Year 
levels. Parents are not aware of compulsory shoe requirements 
for some subject areas. They would also like to see a second-
hand uniform pool established. 
3. Discipline 
Parents see the main problem as parent apathy and feel there is a 
need for a two-way approach between school and home to address 
the problem. Some parents are not interested in their children's 
behaviour or school work. 
4. Night Classes 
Parents would like to take classes especially in the area of 
Mathematics so that they can help their children. They think the 
TAFE courses are a good idea but they haven't received enough 
information about them. 
5. Parent Involvement in Learning Process of Children 
Parents want to see more involvement and feel this could be 
achieved if they were involved in the acquisition of skills other 
than reading. Mothers' occupations and special skills should be 
recorded to facilitate their involvement. 
6. ROSEA 
Parents want to know more about ROSEA. 
7. Inappropriate Teacher Models 
Parents feel that some teachers are allowing their perceptions of 
the area to cause them to label the students and that they are 
supplying inappropriate models in terms of dress, "don't care" 
attitudes and classroom behaviour (smoking, chewing gum, etc.). 
8. Parent-Teacher-Student Interviews 
These should be held mid-year, rather than at the beginning and 
there should be opportunities for parents to discuss their 
children's courses for the following years, especially for the 
Transition from Year 8 to 9. Interviews should be broken into 
three nights - Year 8, Years 9 and 10 and Years 11 and 12. 
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9. Sports 
The school needs more sporting equipment. Parents feel that 
there are not enough sporting items and that Years 8 and 9 should 
have competitive sports. Hobbies should be provided for students 
with medical problems. 
10. Academic Skills 
There is too much emphasis on the acquisition of academic skills. 
The school needs to take into account the average student who 
wants a technical career. Subjects need to be broader and 
contain more practical work. 
11. Sex Education 
Classes should be offered outside school time. 
12. Reading 
Poor reading is seen as a major problem and parents feel that 
there has been a breakdown between the primary schools and the 
high school. 
13. Grounds 
Parents would like to see the students taking an active role in 
the beautification programme as a way of iaculcating pride in the 
school. Litter, especially around the library, should be cleaned 
up by students. 
14. Traffic 
The traffic on Glenala Road is worrying parents, especially at 
bus pick-up times. Parents would like to see a bus bay or buses 
better organised. 
15. Library 
The library should be open at night for students. 
16. Fundraising 
Introduction of trivia quiz nights and annual dance. 
17. Eridging Classes 
Teacher reporting should be changed to that students don't feel 
they are failing. 
18. The Good Things 
(i) Neighbourhood Meetings - but parents need to be assured 
about their confidentiality and anonymity. 
(ii) Inala High School's image is improving. 
(iii) The majority of teachers are doing a good job. 
(iv) Open Days. 
(v) School Musical. 
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Issues Raised Repeatedly 
1. COMMUNICATION (Home-School) 4 meetings. 
2. SCHOOL UNIFORMS - 5 meetings. 
3. DISCIPLINE - 3 meetings. 
4. ROSEA - 4 meetings. 
5. NIGHT CLASSES FOR PARENTS - 5 meetings. 
6. TAFE COURSES (more information to parents) - 3 meetings, 
7. GROUNDS - 2 meetings. 
8. SPORTS (insufficient sporting teams) - 2 meetings. 
9. LIERARY (open at night for student use) - 3 meetings. 
367 
APPENDIX S 
PREPARING TEACHERS FOR PARENT INVOLVEMENT 
Safran (1979) suggests that the following seven competencies need 
to be developed by teachers if they are to interact successfully with 
parents. Teachers should be trained: 
A. to understand and overcome the barriers to open communications 
between teachers and parents; 
E. to engage in one-to-one communication with parents in a variety 
of settings, so that the judgemental nature of the experience is 
minimised and the parent's sense of competence is maximised; 
C. to interpret various educational and institutional practices to 
parents of diverse socio-economic backgrounds; 
D. to define and explain specific meaningful tasks for parents in 
their roles as educators of their own children, as school 
resources and as decision-makers; 
E. to bring individual parents together and facilitate their 
addressing and resolving common problems; 
F. to work with parent groups and develop the leadership skills of 
their members; and 
G. to understand the nature of educational systems and assist 
parents in comprehending and modifying the schools so that they 
can better serve the needs of the children and the community. 
Source: Safran, D. (1979), Preparing Teachers for Parent Involvement> 
in C.A. Grant (ed.). Community Participation in Education. 
Boston: Allyn & Eacon, pp.95-113. 
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APPENDIX T . 
RECOMMENDATIONS FOR TEACHER TRAINING FROM THE SEDL RESEARCH 
1. Teacher Training should broaden the traditional role definition 
of teachers so that it includes involving parents in the 
education of their children. 
2. Teachers should be provided with undergraduate training 
experiences in which they interact with parents, teachers and 
principals rather than just classroom projects, term papers and 
other non-contact experience. 
3. Teachers should receive training enabling them to be more 
comfortable and competent when working with parents or involving 
them in education. 
4. Teachers should receive training enabling them to determine how 
capable parents are of taking part in children's home learning. 
5. Teachers should receive training enabling them to assist parents 
in becoming more capable as home tutors of children. 
6. Teachers should receive training enabling them to capture and 
utilise each parent's desire to be involved at the level of 
interest and abilities best suited to that parent. 
7. Teachers should be trained, to assess the climate for parental 
involvement in their schools and devise methods of involving 
parents which are viable within and support that climate. 
8. Teachers should receive training enabling them to provide 
principals with information about parent involvement from the 
perspectives of parents, while making suggestions and/or 
developing strategies for parent involvement which complement the 
administrative roles of principals and teachers. 
Source: Williams, D.L., Jr. (1982), Parent Involvement at the 
Elementary School Level: A Survey of Principals. Austin, 
Texas: South-Western Education Development Laboratory. 
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